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Chapter 1

'ITIAODUCTION

Standard preschool achievement tests,halfe been found to be only some-

what predictive of later academic performance:, Since a child's school per-

formance is. nfluenced not only by what he 'knows but by his attitudes and

motives, consideration of variables from the affective domain (e.g., achieve-

ment motivation, self-esteem) might improve predictions of academic success.
hi

If such variables were found to be important predictors, either by themselves

or in interaction with other variables,i they might be valuable in the early

identification of childien likely'to experience difficulties in academic

achievement. Furthermore, more complete kndwledge of the relations ip of

. these affective-social variables to later school achievement night help guide

the implementation of Head Start and other preschool programs designed to

facilitate later achievement by encouraging the child's development in these

areas. For example, the finding that individual differences 'in early

measures of self - esteem are predictive of later academic achievement would

Provide additional support for increased and systematic efforts-to raise
,

self-esteem. Similarly, a preschool program that claimed it was successful

because it increased children's' achievement motivation Might be considered

truly successful only if measured achievement motivation could actually be

shown to predict subsequent achievement.

Since preschool children's performances on achievement measures are

themselves influenced by affective states of the child while taking the test

(Zigler & Butterfield, 1968), it is unclear whether independent assessment of .

relevant affective variables would increase predictions to later achieVement.

One would expect such independent predictions for newly emerging affectiye
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feelings that have not had an Opportunity, to infldenee the early achievement

scores. Indeed, a number of investigations report significant incremental.

validities for affective measuresec:67er what could have been predicted solefy

from. aptitude or achievement tests (erg., Cattell, Barton & Dielman, 19721

Khan, 1969). \-.11e.,arly all such studies; however, involve children from the

third grade level or beyond.

There is some research, however, which assesses the ability of measures

of self-esteem at the preschool'or.kiadergarten level to predict laterschool

achievement. One example is a study by Wattenberg and C1ifford?(1964), who

related ratings of self-concept made at the beginning of kindeigarten with

reading test scores two-and-a-half years'later. Self-concept scores were

obtained from judges' ratings of tape- ,recorded remarks made by children while

drawing pictures of their families and responding to a specially constructed

incomplete sentences test. for their measure of self-esteem (Quantified Self-

Concept [Good-Bad]), significant predictions to the reading score (at the

.05 level, one-tailed) were found in only four of the fourteen subgroups

in their analysis; the magnitude of the correlations was not reported.

Ozehosky and Clark (1970) found higher kindergarten achievement (Metropolitan

Readiness Test) in a group of children rated high,in self-esteem than in

a low rated group. HoWever, the criterion .gtoups were extreme (the highest
1

and lowest 50 childrenout of an initial sample of 1042) and the relationship

or lack of relationship for the majority of the children is therefore unknown.

Research ielatiiig early indicators of achievement motivation to actual

earlyelemenary school achievement also has been very limited, due,largely to

a lack of adequate measuring instruments of early motivation. Assessment pro-
.

cedUresthat work well with_older children and Oats may not be feasible or

g.
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valid with young children.. Eien with a group of first through'thid grade

children that was well abOVe.average it ii*elligence, a TAT measure of n

achievement was found to have no relationShip to subsequent measures of

achievement (Crandall, Katkovsky & Prest , 1962). Of the five other. moti-

vation-related variables in that study,/the only one significantly related to

%
reading achievement was the Children'sfintellectual Achievement Responsibility

'Questionnaire, and then only for.btysl The issue of incremental validity was,,

notdiscussed. One attempt to assesl achieVftent motivation directly in

preschool and kindergarten childrens an objective-projective technique

known as Gumpgo8kies that is-designed to elicit choices between'alternative

behaviors'that reflect differences in motivation (Adkins &. Bailiff, 1970).

While the authors provide some evidence of concurrent validity, evidence on

predictive validity is lacking. A commercial version of Gumpgookies, Animal

Crackers, is currently being nationally marketed a "research editIon,"-
e

.

although no information'is yet available on its ability'to predict school

achievement.'

Another approach to the assessment of affective and social function-

ing in young children is the use of teacher or observer ratings. For

example, Kohn and Rosman (1974) found that kindergaren teacher ratings of

two hundred and nine lower-and middle-class boys on three social-emotional

variables (ApathY-Interest, Anger-C6operation, and-Task Orientatiofi)-were

significantly related.tvachievement in second grade, 'especially for the

Task Orientation score. However, when kindergarten measures of cognitive

functioning were included first in the prediction equatiops the affective-

.social variables did not significantly add to predictions of arithmetic

or word knoWledge, and contributed onlylan-additional 3% of the variance
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for predictions of reading achiev&ment. 'fusser and McCandlebs (1974),
..

. ,
.

, .

with a longitudinal sample of economically disadvantAgedchildren, used T

..4.V .1
. . ' .

a dumber of factor analytically-derived"SOcialiiation dimensions" to

predict achievement St the end of second grade from data obtained while

the children were in i.re-kindergarlen classes. After entering scores.

from the verbar facility factor in a multiple regression, a factor called
a ,

°" copingcoping with anxiety by aggression" contributed significantly to the

multiple correlation for girls. This factoPwas defined largely'by the
. ,

. .. . .

preschOOl'teacher's rating of aggression'. For boys, only the,"alienitiOn"
.

,

factor added significantly to the4rediction. High loadingi on this

o,;-
I

,.

factor were from the children's :Self-Social Constructs test (Long &

Henderson; 1968). ,
. k

.
,

:Previous 'investigations of the relationship Of affective - social be-
. - c,.. , , . 1

haviors to later academic nerformance were necessarily.limited.by,the rack'
.

,

of a longitudinal data base that was relatively c9Mp rehensi7 with respect

to children sampled or variety of measures included. For example, Kohn

and Rosman's (1974) sakpleigap limited- to boys living in'New York City,
. .

and possible sex or location differences obviously could not be discussed.

Further, Kohn .and Rosman's affective - social measures were limited to

O
teacher ratings, and more'direct measurement of these variables was not

attempted.. Fusser and,McCandless (1974), with their sample limited to

. low-income Atlanta children, had'no measure of achievement motivation

either -from an individual child test or from teacher ratings.

The ETS-Head Start Longitudinal Study provides a relati(rely comprehensiV&

1.

data base for investigating this question. .8ince.in the Longitudinal Study

an attempt was made to assess the same variableby a varietyi3Of techniques,

.

G.
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..,.. different ways, of measuringthe same trait can be contrasted and compar

Thus , for example, teacher ratings and self - reports of achievement motive-
.

i. , . .

tion can.be cOmpared(the amount of overlap irOthe two assessmenttechniques

. 4

noted, And-therelative.predictive efficiency of the two.techniques explored.

° The predominant, though not exclusivlow - income, low - income sample of. both

0

boys and
, .

''....
,

a

girls from urban and rural areas permits the investigation of the affective

e,

and social predictors ,of: achkvement in a group that.historically,
.

,
1 ' '

hadhad had serious problems in.the school echievement area.
a .

I. II

Tor. the torrent report, then, data from the El'S-Head Start Longitudinal
.

,

. .

,. .

SStud}

,

were analyied to determine =(1). ihe
1

relationship of measures of self,.
,

. .

dteeth and achievement motivation obtained-in the Head Start year,linder-

..

garten, and first grade to reading and mathematics achievsment in the third

D

.;.,... .
. - 0 , .,

grade, and (2) whether such measures can improve predictions made .sOlel -t,

. .. i- 1 .<t .,. , .
. , -

.
e .

from a preschool. achievement measure. A! criterion measure of problem-

solvingabllity also-was included in order to investigate possible differ--

ential predictions when compared 'to the more directly school- oriented

achievement measures. .Given the-aims inherent to the Longitudinal Study,

o
partitular focus was on (1) the relationship(of these fifidings to whether

the child'attended Head Start arid (2). the'extent oflifferentia1 predic7

tion for Head Start children-of.varying characteristics.

Since Head Start was a kindergarten4evel_progtamAn the one rural study
. ,

site (Lee County) and a prekindergarten program in the twoLurban study sites

(Portland and Trenton), all analyses were run-separately;-ifi the urban -and'

rural site&. In addition to these major predictitfe analyses that investigated

relationships for, those children who actually attendedHead Start classes,

10
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supplementary analyses contrasted relationships mithin....the Had Start sample
1,A-' ,

to relationshipf for children who had not attended Read Start. In7t4 urban
t .

i'sites this'comparison group consisted of children who, as far ascuuld7be'
* . .

.- o
... i

.

4.-e.--
Aetermined, had not attended any preschool program. Due'to.the success of

the Lee ,County Head Start progr4 in
17

.

too few children in that site with no

enrolling .eligible cAildren, there. were

'preschool experience ta allow meaningful.

\, its ,

comparisdns. HoweVer, there were a number pf middle-caass white children irk,
. .

I

Lee County who attended non-Head Start preschool programs. While differential

patterns of correlation for this group compared to the Head Start group are of
-k7

interest, it is impbSsibleto determine whether suchdifferences are caused.,;

by the 'Head Startexperience itself-or by other firocesrses associated with

SES/raee differences. Since previous research suggested the existence of

sex differences- in both mean level camparispns and patterns ofintercorre-

o

lations, analyses at each step were. performed separately by sex.

The current analysis also,investigated the possibility that certain

child characteristics interact with measures of self-esteem and achievement
. .A

motivation in predicting third/grade achievement. Specifically, a this set'

,/
f analyses was designed to- determine whether differential predictions from

.

the selfesteem and achieNiement motivation scores in the Head Start;year

would be,found for children with diffefent entry characteristics7(cognitive

level, respOnse tempo, cooperativeness) assessed in the spring prior to

Head Start entrance. a ti-

,

In subsequent'chaptere of this report the following are discusSed:
... i

Chapter 2, the sample; 3, data collection and processing procedures; 4 measures

selected, and 5, relationship of affective and social meas tires to Cognitive-
.

.

a
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perceptual performance within and across time periods. In Chapter 6 the

,,findings are summarized and their implication for program planning, evalu7
, .

V
. .

. ,

ation, and future research discussed. To4.aid interpretation. of the findings,
.

, ,

within-domain analsea---0.g.,0'correlatione among the various.indicators of

'

I

self-esteem) and information on the across -year stability of the measures

t

used in this report arincluded in an appendix.
,

,

d
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Chapter 2
Or,

SAMPLE

The sample for the current report is a subsample from the. EtS-Head

Start Longitudinal Study. Sample selection procedures:and initial sample

characteristics for the Longitudinal Study are presented in PR-71-19

(Shipman, 1971). Briefly, in the fall. of 1968 four regionally distinct

communities were selected which (1) had sufficient numbers of children in

grade school and in the Head Start program, (2) appeared feaSible for

longitudinal study given expresqed community and,G school cooperation and

expected mobility rates, and (3) offered variation in preschool and primary ,

grade experiences. The study sites chosen were Lee County, AlabaMa; Portlanc1,

Oregon; St. 'Louis, Missouri; and Trenton, New Jersey. Within these commun-
t

,ities, elementary school districts with a aubstantial proportion of the

population eligible for Had Start were selected. In each school district,

.an attempt was made to test all nonphr3iCally-handicapped, English-speaking

,

children who were expected to enroll in first srade in the fall of 1971 (i.e,

children of approximately 3 1/2 to 4 1/2 years of'age).

In 1969 mothers. were interviewed andchildren tested prior to their,
-

I

enrollment in HeaStart or any other preschool program.. Fo this initial

four-site sample at least ;partial data:were obtainedon an total of 1875

children, with Lee County and Portland constituting 60% of the sample/.

Sixtyrtwo percent of the sample was black, with boys compriaing753%:of the
c 6 -

.. ,
. .

pverall sample, 54.5% of the black sample,0and 50.5% of the white sample.

For the three sites-in which children had the-opportunity td'attend Head

Starl in the second year bf the'study,(1969-1970),..37.2% of the sample at.L7

tended Head Start, 11% attended other preschool programleand 51.8%'had no
t,

knOwn attendance in Head Start or other preschool programs. In Lee County, .

13



where Head Start was a kindergarten program, 41.7% of the initial sample

attended Head Start, 19.1% attended other preschool programs, and 39.9%

had no known attendance/in Head Start or other preschool programa. While

racial composition of the Head Start sample varied by -site, substantially
o

more blacks than whites attended Head Start; only 13.1% of the children

enrolled were white. For a variety of reasons, the St. Louis site was

dropped in the third year of the study and the 353 subjects there lost

from further longitudinal study. By the end`Of the fourth year of the

study in June 1972, the longitudinal sample consisted of 10864,children

in three sites. In June of 1974; the six-year longitudinal sample con-,

tained 1017' children in three sites. Thus, except for the lOss of St. Louis,

attrition over six years was limited to about one-third,of the original

sample, with loasea distributed equally across sexes and sites, but rela=

tively greater for whites in each site. The six -year longitudinal sample

went from 62 %.. to 72% black across_sites.

The current analysis focused on children.. from the longitudinal sample

who had complete data and valid. scores on Year 6* Cooperative'Primary Tests

plus at least one of the relevant measures from the first four years of the
6

stUAye The Cooperative, Primary Tests were gr6up administered only in

"target" classrooms (i.e., classrooms containing 50% or more children who

had been previously tested). Some longitudinal Children, though located

-*Throughout the report "Year" refers to year of the Longitudinal. Study.
Year 1..= 1969 (child age 3 1/2-4 1/2); Year 2 =t 1970 (child age 1/2-5 1/2);
Year 3 =1.971 (child age 5 1/2-6 1/2); Year 4 = -1972 (child age 6 1/2-7 1/2);
Year .6 = 1974 (child age 8 1/2-9 112). For the measures in this report,
testingwae conducted in the spring of the year. The Schaefer Classrooms
Behavior Inventory, which teachers completed, was obtained:in the fall/Of
Year 4 and in the spring of Year 6.
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for individual testing, were no longer in target classrooms and therefore

were excluded from the sample for the current analysis. 'Q In addition to

simply moving out of the district, the most frequent reasons for no longer

being in target clissroons were failing.or skipping a grade,:enrollment in

a private/parochial,school, andwin Portland, exercising the option available

there to bp bussed to a different elementary school.

Given the similafity of preliminary findings for Portland and Trenton,

data from these two sites ere pooled to form a combined urban/northern

sample. Lee County is a'basi.cally rural southern county inwhich Head Start

was a Kindergarten level program, rather than a pre-kindergarten program-

as it was in the urban sites. Therefore, Lee CoUnty was treated separately

in all analyses. For simplicity of presentation, Portland and Trenton are
.1

referred to as the urban sites and Lee County is refettedtd as the rural site;

however, the reader should remember that Lee CountyAiffers,from Portland and

eA

Trenton in more than just its level of urbanization. A description-of the

three sites may be found in PR 69-12 (ETS, 1969). Due to the small numlier

of white children with the:-necesaary scores who had attended Head Start and

the fact that this small group of white children had somewhat different

background characteristics, they were excluded from the sample for this

report; 'For the same reasons, the subgroups for the. supplementary analyses

were made homogeneous with respett to race. Thus, white children were

excluded from.the "NO Preschool" group, mbileblack children were excluded

from the "Other Preschool".group. In the urban sites, the "No Preschool"

group consisted of study children for whom local study coordinatOrs could

find no evidence of attendance in any nursery school or day care program"

1 ;3
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during 1969-70 (i.e., the year before kindergarten entrance). It is posSible,

however, that a few children in.this category actually attended preschool.

In Lee County the "Other Preschool" category includes children known to

have attended preschool programs other than Head Start in 1970-71; private

kindergartens were considered preschools for this classification. As noted

previously, there were too few black children in the urban sites with other

preschool experience and in the rural site with no preschool experience to

allow for meaningful Comparisons. Table 1 presents the number of children

in each subgroup fOv,-the present report.

Table 1

Number of Sample- Children Classified by

Preschool Attendance Categbry, Sex, and Site

Head Start

Urban (Portland and Trenton) Rural (Lee'County)

Boys 90' 89'

Girls 77; 72
p

Cy

No Preschool Boys , 28 ,- ' .

,..,.

.'

Girls 35

Other Preschool Boys

Girls

41

35

Note. All boys and girls in "Head'Start",and "No Preschool" categories
are black; all boys and girls in "Other Preschool" category are white.

13



-12-

Table 2 provides a description of the urban and rural Head Start

samples and the two supplementary samples in terms of two indexes of socio-

economic status (SES), the highest grade in school attained by the mother

and the Census Bureau. Classification of the occupation of the head-of-

household (from Professional= 0 to Laborers.= 9, plus an additional

category, Tnemployed = 10). Since the focus of this report is on measures

obtained in the early study years, these two SES indexes were obtained from

Year 1 Parent Interview information. Given the absence of any significant

within-group sex differences on these measures, this variable is collapsed

in the table.

Table 2

Mother's Education and Head-of-Household's Occupation
, -

for Report Sample

Mother's Education.

SD

Head-of7Household Occupation

SD

Urban Head'Sta# 10.39 2.25 7.51 . 2.35

Rural Heads Start .9.32 438 7.31 .,-.:1.78

t.

230., Preschool (urban only) 11.05 L67:' 7:10 2.91

Other Preschool {rivral only) 13554 454- 1.78 2.38

While the two Head Start samples were similar in terms of the occupation

of the head-of-household, they differed significantly (t = 3.96, df 291,

2.< .01) on the mother's education level with mothers in the urban sites

averaging about one more year of schooling. In the urban sites, the mothers

ofithe children in the "No Preschool" category averaged a little over half

1, 7A

\ .4

ri



a year tore schooling than the mothers of the Read Start children

df = 201, 11,(.05). As intended, the "Other Preschool" children in Lee County

came from families of substantially higher SES levels as indexed by both SES

indicators.

s_



Chapter 3

DATA COLLECTION AND PROCESSING PROCEDURES.

0

Individual child tests were administered by local women, most of

whom were black housewives with limited work experience. While the usual

educational credentials were not required, experience working with young

children was considered highly desirable, as were the abilities to read

well and speak with ease. In Year 1, testers were trained for 4.to 5 weeks,

after which the project director and a senior member of the professional

research team made final selection of testers. Testing was monitored by

a local coordinator and by ETS regional and Princeton office staffs.

Training procedures for testers were essentially identical in later years of

the study, except that with increased experience the training period could

be, reduced to three weeks. In the early years of the study, test cent.irs

were located in churches or community recreation facilities, while in later

years testing was done in rooms available in the individual schools or in

mobile vans parked outside of-the school. Each year, individual tests were

grouped into two or more batteries, with each batterY'usually administered

in a single Session"with a child. Each battery included measures representing

the range of areas being assessed; the order of tests within batteries

-reflected consideration- for -tithe -need to-ba'' lance-types-.0 f-tesponsesc 1(ac.tive
.

vs. passive, verbal vs.; nonverbal), and to stimulate and sustain the child's

interest. The sequehce of tests within each battery and the average time

required for administration of each individually administered task described

in this report are presented in Appendix A.
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Due to budgetary constraints data collection was not always uniform

across sites..-, The most intensive testing coincided with the year of

children's attendance in Head Start programs ineach site. Thus, testing

was limited in Lee County in Year 2 and in Portland and(lTrenton:in Year 3.

Of the measures. relevant for this report, the Preschool Inventory was not

administered in the urban sites in Year .3, while Gumpgookiep and Eight-

Block Interaction Task cooperation ratings were not administered in Lee..

County in Year 2. While in Year 2 Gumpgookies was administered individually,

in Year 3 it was group administered in target classroons (i.e. , classes

with 50% or more study children). In Year 4 the funds available per-

mitted individual administration of Gumpgookies in both Lee County and

Portland, but only group administrations in (arget classes in.Trenton

(which had been selected as the site

it contained the fewest longitudinal

Cooperative-Primary-Tests were-group

for reduced testing in Year 4 because

subjects). Both Year 4 and Year 6

administered by-the regular classroom_

teachers to target classes in all three sites. -Local ETS staff, rather

than the children's teachers, admiqistered the Coopersmith Self-Esteem

Inventory to all third-grade target classrooms in order to enhance the

child's feeling of confidentiality in, the information obtained.

loadditiontodattests, information -was obtained from

ratings of study,,children add their classmates in target classrooms at

the beginning (and.in Year 6, end) of the school year with the Schaefer

Classroom Behavior

procedures for

Invediory.. The local site 'coordinator explained the

grouptesting and student, ratings to each teacher and was

available to assist the teacher as necessary; a small honorarium waa paid

to teachers:lor their assistance.

0
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The data from all of the above measures were coded at the item leVel

by Princeton office staff, and all coding was double-checked. The coded

data were keypunched and independently verified, after which the individual

data tapes were edited for appropriate ID listing and for 'out -of -range

and/or logical inconsistencies in coding. For more detailed description of

data collection and analysis procedures see Project Report 72-18 (Shipman,

1972),

ft

2

en,

4



Chapter 4

MEASURE DESCRIPTION

In this chapter a brief description is provided for those measures

from which data were selected for the present analysis. The affective and

sociarMeasures included are presented first, grouped according to whether

they purport to index primarily self-esteeu, 'r achievement motivation.

Year 6 measures not used in the.predictive analyses, but used in the

supplemental analyses reported in the appendiX;also are described in this

section. Measures of cognitive-perceptual functioning, including academic

Skills and less,directly school-Telated reasoning-and problem-solving

abilities, are described-in the next section, followed by a description

of the measures that were used as potential moderator variables in tests

for differential predictions according to initial status on those variables.

0

Measures of Self-Esteem

Brown IDS Self-Concept Referents Test (and the ETS Revised Form).

I

This task attempts to, assess the child's attitudes and feelings about his

general ability, appearance, physical status, affective tone, and fears.

A fullength color Polaroid photograph of; the child is taken, and after

the-tester verifies that the child recognizes himself in the'picture the

child is asked to respond to 14 bipolar items ,(e.g., "Is (child's name),

happy or' is he/she sad?"). After the 14 items are achanistered, the child

is asked to respond to the same items again; this time answering as he

thought his teacher would respond in describing how he felt. Thus, the

9
task attempts to relate the child's perception of "self-as-subjeCt" to his:.

perception of "self-as-object."; A fifteenth, item asking the child if he

"2 2
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did or did not have a lot of friends was added, but since it was not part

f the original test, it was omitted from the total score,

The Brown was administered in Years 1, 2, 3, arid 4, although in Year 1

no teacher-referent items were included and in Year 2 these. items were

administered only to children attending a preschool. Since Brown had

developed this measure for use with four-to-six-year-olds, for Year 6

testing the Brown was extensively revised by replacing six of the-driginal,

items with new items and revising the format of the response alternatives.

Mother referent, rather. than teacher referent, was used so that'the child'i

perceptions of what the mother thought could be studied in relation to.

f

actual statements by the mothers in the parent inteiviews,that_were'con-
,

ducted in. Year 6. A number of children in Year 4had difficulty choosing

either bip0,1.ar extreme on many of the items because their true feelings

were somewhere' in betwden, or varied over situation and time. In order to

permit,these intermediate values, the Year 6 revision contained a four-
,

point rating scale for each item (e.g., "Do you think you are very good

looking, pretty good looking, ,a little bit5:good looking, or not so

good looking?"). The wording of certain items also was modified in order

td avoidsome of the extremely negative alternatives frgm the bipolar format.

For example; "not so good looking" was substituted for the bipolar choice

"ugly:" Thus while this self-concept referent task was adapted from the
.

earlier versions, it was sufficiently different for "Brown IDS" to be

dropped from its title. Each item was scored on a four-point scale such

that high scores would reflect a positive self-concept (Minimum score = 14

[14 x. 1]; maximum score = 56 [14 x 4]). ,,.
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School Perception Interview,'Item 21- The purpose of this interview,
. 4

which /as specifically developed for the Longitudinal Study, is to deter-

mine the child's perceptions (i.e., his thoughts, feelings and opinions)

of life in school; it is not intended to'repreSent objective "truth" about

the'school or classroom. While the entire interview contained 21 items of

both the open- and closed-ended type, only Item 21-waslsed-in this report

O

as a measure of self-esteem. (Item 1 was ised also, but as an indicator of

..achievement :motivation.) In Item 21 four stick figures printed on a page

are shown to the child. The tester explains that the first one is doing

very good work in school," ,the second one "pretty good wdik," the-third

"not too good work," and the fourth "very bad work in-schOiSi." The child

is asked-to point-: to the one "most like you." The responses were scored

in the direCtion of high scores indicating. positive self-perceptions, The

interview was administered in Years 4 and 6.of the study.,
W.

Coopersmith Self-Esteem Inventory (CSEI). This instrument was designed.

to provide a general index of the child's feeling of self-worth and self-

esteem,(CoOpersmith, 1967). After the tester reads the item,7the child is

asked to makea.mark on his answer sheets after either--"like me"-or "unlike_ _ . . _

me." The items include such statements as "I'm proud of my school work,"

and "I often feel upset in school." The version of the CSEI used in the

o

Longitudinal Study contained 42 items.' Due to the relative complexity of

the items, it was not administered until Year 6 of the study.

Measures of Achievement Motivation

Gump:Rookies. Gumpgookies consists of dichotomous items designed to

:measure academid achievementmotivation (Adkins & Ballif, 1970; Adkins, Payne.

24
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& Ballif; 1972)), It was developed from a modp1 that assumed five components.

of achievement motivation "(1) an affective component, expressed as.pos;Ltive-
4 I U

.

affect from achievement; (2) a conceptual:coMponenti.Aighereby the individual

.

Sees himself as an achiever; (3) a purposive compodent enabling the in-

"dividual to establish and respond to future goals; (4) a'codnitil;e component,.

by means of which the instrumental Steps necessary to attain goals are known;

and (5) an ethical component, through which. the individual can. evaluate his-
vr

ownperformance .(Adiana.& Ballif,'1970, y:138).7 The child is told that he

has his very own imaginary figure. called a Gumpgookie that shares his feelings,

and behaves exactly as he does. Ea-ch item shows two Gumpgookies,tbsaged in

different activities .or having different attitudes (e,g., "This one likes to,

learn. This one likesto play all the time. "), and the child is askedXo

pick which Gpmpgookie is his. For each item, the response indicating Areater
. -

motivation to achieve in school was predetermined by agreement among a group'

,of judges.

A 75-item version.was used.in Years 2 and 3. In Year 4 it was replaced

by a new 60-item.version wherein items hav,ing low biserial correlations with

total test score in the Year 3 Longitudinal Stuciy.data and in Adkin's Head

Start sample(Adkins, 1971) were eliminated; Achitvement.responses from_

both versions were e4ually'distributed with respect to primacy-recency,
4

right-left, and-up-down orientation./

School Perception Interview, Item 1. . Item 1 of the School-Perception

Interview also relates to aChievementl-notivation, specifically the affec7

tive component of achievement motivation mentioned above. In Year 4 Item 1

stated "Some kids like. school a ldt, other kids don't like school very

.
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How much do you like schoOl?,-very much, h 11We_bit, or not so

'much?" In Year 6 an additional .response. ehoice was added to permit more

variaLde in responses. Thmoditied choices were, II vr,ry,-Inuch, pretty much,

a little bit, or not,..at-all?" Both versiohs of the-items wee scored. n,.,.

. . -

, .:.,,

S. the direction of high.scoregindicatingtfavorgble.attitudes toward:

''.1tv
..-;

. ..

Schaefer Cla4troom Behavior Inventory (CBI)--Task Oriontation Score.

V.

e, ,1 ,
t. 7

The Classrobm Behavior Inventory was initially developed by tchaefer,
.,- .

Droppleman, and,Kalverboer (1965) baged-on Schaefer's.(1961) circumplex ..
...!.,/ , %

, , t('

model of child.behaviot. Factor analyses .of .'a nuMber of different versions

of the CBI on a variety of populations have consistently reveled' three .

major bipolar dimensions: Extraversion, Hostility, and Tagk Orientation

N ,

-(Schaefer, 1975). The ,latter score, which is deOnedas.perseverance and
0 ,

concentration, is considered in this report as an indication of the child's

achievement motivation as perceived by-the teacher. The short form of the

CBI .used in the Longitudinal Study consists of. five unipolar items repre-
,

,
.

senting each dimension.. ,Jn this (Schaefer,-..4ronsocc & Small,'

:-.-

.

the.-chiles-teacher is ask torate,the frequency of occurrence ofj5

. .

behaviors (e.g.,:"Stays with a,job.until he finishes it.-") on a five-point
.

score from "almost never" to "almost always." CBI scores for both first

grade (Year 4) and third grade'(Year6) were analyzed for the current report.

Measuresof Acadethic Achievement

-

Preschbol'Inventory (PSI).. The PSI, developed'bY Caldwell for usen

Project Head.Start:_as a general achievement test for preschool children..

taps a range of verbal, quantitative, and perceptual-mator skills defined

by-teachers as expected of children in kijidergarten. Ihe items for the

, d.



present 64-item revision are classified in the Inventory Manual.(ETS, 1920)
A

into four major categories: Personal-Social responses (18 items, e.g.,."How;,

old are you?", "Raise your hand.").;. Association Vocabulary (12 items, e.g.,

"What does a dentist do?"); Concept ACtivation--Numerical (19 items.? e.g.,

"How many wheels does a1car have?"); Concept Activation --Sensory (19 items,

e.g.; ;'Which is heavier, a brick,or a shoe?"). However, the Inventory

Handbook (ETS, 1970) advises against the determination of subset scores, and

factor analyses of Longitudinal Study data and Head Start Planned Variation,

Study data (Walker, Bane & Bryk, 1973) have not supported their use. About

60% of the items require an oral response. The PSI has been widely admin-.
. . . \

r istered to Head Start Children (e.g., Research Triangle Institute, 1972;

p.

Walker, Bane & Bryk, 1973). Statistical info Lion on...the standardization--7,,
. e

samplefor,the 1970 Reirised Editiop (64-items)-is contained in the.Handbook..
_

-Sincl6 child testing in Year 1 occurred thrbugliout the spring. and summer of

1969, and since at this age pe ormance level on, the PSI was known to
'

improve noticeably'even over a period'of.a few.months (Shipman, 1972), age

at time of testing was= partialled out of the scores to yield an age-corrected -"

PSI score. By Year 2 age at time of testingwas not significantly corxe-
.

_

lated with total score, and this correction was no 'longer rlecessary.,

In the'factor analysis of the individual child test"data in years 1

and 2, performance on the PSI had ehe highest loading on tHe..first factor,

whidh appeared to represent general cognitive abilitye.and it is the singles

task inthe Longitudinal Study battery most clearly associated with general

A

cognitive development, . Thus, the PSI was selected for the current report ;

to function as a.covariate. so that the unique contribution of affective- social

6

2
\\'
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Variables to- predictions of later cognitive-perceptual functioning could be

determined. .From a practigal point of view, it was important to determine''

whether including the affective-social measures described in this report

in a test battery could significantly improve predictions over what could /

have been predicted from. the PSI alone. .And from a theoretical standpoint,"

it was desired to determine whether the affective-social measures shared

any variance-,14ith later cognitive - perceptual measures that was independent

of the variance that they initially shared with the PSI.

Cooperative Primary Tests -- Reading. The Cooperative Primary Tests area,

a' national standardized achiivement test battery developed by ETS and designed

0:for use in first through third grade. The tests are group administered; 1

with the child responding by waking an "X" On the one of the three response

alternatives, that he believes is 'correct. There is no special instruction',

to the student about guessing, add thereAs no correction for guessing in

the scoring. The teacher is instructed to allow a reasonable,-amount of

tizIP for all students td finis. In.order to provide practice with this

type of item, the pilot test included in the test package was administered

first in h'Oth Year ,4 and Year 6 testing. Form 12A of the Cooperative

Primary Tests was gizyen in the first grade, while 23B'was administered

in third grade (Year 6). Both forms of the Reading test consist of 50

itemms, some of whl!ch assess the comprehension of individual words, while

others.require the student to extract a key element from a sentence or

paragraph, or provide dome interpretation, evaluation, or inference based
4

on the sentence or paragraph (Cooperative Primary Tests, ETS, 1967).

Cooperative Primary ,Tests -Math. Form 12A of the Math test consists

Of 55 items, while Form 23B contains 60 items: In both forms-the following

2 ;.3 %
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topics are covered: number, symbolism, operation, function'and relation,

approximation, proof, measurement, estimation, anegeometry. Straight

computation is not emphasized, but rather an attempt is made "...to test

major concepts of mathematics'in their emergent state" (Cdaperative Primary

Tests, ETS, 1967).

Measure of_problem-Solving Ability
4

RavenColored Progressive Matrices (booklet version):. Developed fOr

use with young children and retarded or impaired adults for whom the standard

Aeries of Progressive Mafrices is inappropriate, the Colored Progressive

Matrices contains 36 items divided into three sets of increasing diffi-
,

culty (A, Ab,and B). Each item represents a pattern with a piece missing;

. the child is asked to select (from.a set of six alternative pictures) the

niece that correctly completes the pattern.' Compared to the measures

listed above, this task is,more a measure of problem-solving ability and

less a measure of specific school learning. It assesses the individual's

ability to make perceptual discriminations, to compare, and to reason by

analogy. It is also a kind of learning-to-learn task in that the child

who learns efficient strategies on the beginning relatively easy.itemS will

have greater success as the items become increasingly difficult. This test

was individually administered in both Year 4 and Year 6.

Moderator Variables

Measures of. three distinct child, characteristics (cognitive skill,

response tempo, and cooperativeness) were used in the current report in

order to investigate the possibility that Head start entry level status )

on these characteristics interacts with the measures .of Self-esteim and
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achievement motivation in predicting third grade achievement. Cognitive

tf

skill and response tempo were considered important since they had pre-

viousl been shown to be related to the peisonal-social.behaviors of study

children attending Head Start (Emmerich, 1973), and cooperativeness with

an adult in a learning situation would presumably influence the nature of

the child's preschool experiente and the validity of both 'cognitive and

social-affective scores. The measure of cognitive skill was the Preschool

Inventory already described above; descriptions of the measures of-the

1 0

other two child characteristics are presented below.-

Response Tempo. After the first general information-processing factor

in the Year 1 factor analysis (Shipman, 1971) came a second factor apparently

representing a response tempo dimension. It was best represented by mean.

latency scores on the Sigel ObjeCt Categorizing Test and the Matching

Familiar Figures Test (M77). With oblique rotation the correlation between

the first two Promax factors was only -.16, thus. for this sample in this

age period response tempo was. not related to general information-processing

skillg. Nevertheless, since both the Brown and Gumpgookies.represent tasks

in which the child must consider two response alternatives before making a

meaningful choice, a measure of response latency might act as a moderator

in predictions from scores on these two instruments.

Since Mils was the only measure of response tempo which wag administered

in both the urban and rural sites in the year prior to Head Start attendance,

it was selected as the response latendy measure for this report. The version

of the test used in ''the Longitudinal Study was developed by Lewis, Bausch,

Goldberg, and Dodd (1968), and used by them with Middle-Clas6 three -year-

olds.

e

The test-consists of two practice and eighteen test items, On each

30 (
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item the child is shown a standard and four comparison figures, one of which

is identical to the standard. All figures are simple line drawings of

animals, people, common objects, or geometric design6. The child is first

shown the set of comparison figures and asked to look at each figure in

turn. He is then given the standard and asked to point to the one compari-

son figure that is idehtical to it. Latency is defined as the amount of time

from the presentationrof the standard until the child points. Since latency

scores were positively skewed, they were transformed by log (X+1) before

averaging. In Year 1 very large latencies (over 20 seconds) were reduced

to an arbitrary value of 20 seconds. before the log transformation was applied.

Since this, applied to only .1%"of- all responses it was actually unnecessary,
0

and was not repeated With Year 2 data. The score used in the current report

was this transformed, latency averaged over the eighteen items.

Cooperation .Rating.. The Cooperation Rating Scale from the Fels

Behavior Rating Scales (Baldwin, Kalhorn, & Breese, 1949) was used to

characterize the child's cooperation during the Hess and Shipman Eight-
:,

Block Mother-Child Interactiori Task. It provides a..useful indei of the

degree to which the mother has to motivate or control in addition to

teaching the material. The rating is based solely on the child's behavior;
0

the actions of the mother or the .child's succesa and failure in the task:-

specific responses are not to be considered. (Of course, such factors are

likely to influence the child's behavior and thus be indirectly represented.)

Ratings are on a nine-point acale frOm "child was fully tuned in to the

mother-.-pliable, interested, attentive; no difficulty or conflict arose"

to "child ignored the mother's teaching efforts and/or actively resisted the
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task throughout the interaction."

with.his or her mother reflects a

to be attentive to cognitive task

adult, such behavior might"act'as

association among other cognitive

To the extent that the child's behavior

more general ability and/or willingness
O

demands and to 'cooperate with a teaching

a moderator in predictions regarding the

and affective measures.

3 2



Chapter 5

RESULTS AND DISCUSSION

<1,

In this chapter results are presented first for the major predictive

analyses with both the urban and rural Bead Start samples. Next, results

are presented on the question of differential predictions depending on the

child's status on selected characteristics assessed before the child entered

Head Start. 'Finally, comparisons with the urban "no preschool" and rural

"other preschool".groups are provided.

Major Predictive Analyses for the Head Start Samples

Relationship_of Preschool Measures of Self-Esteem to Third Grade Cognitive-

Perce tual Performance for the Head Start Sam le

Since young children sometimes failed to choose either of the bipolar

alternative's on the Brown IDS Self-Concept Referents Test, an adjusted self-

concept score was created which was the proportion of positive responses for

those items.clearlyanswered in either a positive or.negative way. The means

and standard deviations of these adjusted scores are presented in Table 3.

Consistent with previous findings (Brown, 1966; Walker, et al., 1973),

self-:.isteem scores during the,age periodfour to six were uniformly high.

Even in the year prior to entry into a Head Start prograta.(i.e., Year 1 in

the urban sites and Year 2 in the rural site), the scores were already very

high. In` Year 2, when the urban children were in preschool and the rural

Children were riot, mean scores 'in the urban sites were significantly higher

than scores in the rural site for both boys (t = 3.95, df = 149,2.<.01)

and:girls (t = 2.30,'df = 132,<.05). However, by Year 3, when the children

in the rural site were in Head Start, means in,both sites were approaching

ceiling levels and there were no significant site differences. There was an
O
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apparent tendency for the scores to increase with age which was independent

of preschool experience. Note, for example, the increase for rural girls

from Year 1 to Year 2 even though they did not enter'Head Start

Year 3. Perhaps the most significant implication of these findings for

early childhood education is that there is no general need to enhance the

self-condept of economically disadvantaged children entering preschool

programs, althoughr of.course; certain individual children may need help

in this area. However, since self-esteem scores were no longer uniformly

high by third-grade (see Appendix Table Bl), it is important for teachers

be aware of their behaviors` which could cause reductionsin the°

children's initially high levele'of self-esteem.

Before using scores from.these skewed distributions_in correlational

analyses they were normalized (i.e., forced into.a normal distribution)

with the mean set equal to 50 and a standard deviation of 10. Correlations

of the Brown to the third-grade. cognitive-perceptual scores are presented

n.Table 3; correlations with the Preschool Inventory (PSI) that was

administered in the same year as the Brown are also included for comparison

purposes. For a variety of reasons -ce.g., child absence, tester error, etc.)

.0

a child occasionally would not receive a valid score on a particular instru-

ment, causing th exact n on which each correlation was based to vary

Slightly. In order to simplify presentation of the tabular'material,

only the minimum value of n for a particular row of correlations is pre-

sented.

In the urban sites, Brown scores obtained in the Head'Start year were

predictive of third -grade performance only for girls. The within-year

35



correlations with achievement indi6ated,a similar pattern, with a signif-

icant correlation with Year 2 PSI only for girls and a. significant differ-

ence between the correlation for.boys and for girls (z

This apparent sex difference in both within- and' across-year,correiations

with achievement-was apparently not caused by differential'treatment in

Head Start classes since the same pattern was evident in Year 1.

In the rural aite, on the other hand, no significant aex differences

were apparent in correlations with either Year l'or Year 2 Brown scored..

Year 1 Brown scores in the rural.site were significantly correlated with

all three third-grade Cognitive-perceptual measures, but especially with

math. These relatively high "correlations are pafticularlyintereatftg
.10

given the low correlations of the Brown with Year 1 PSI scores and the
r

Brown's low correlation with third -grade measures of self - esteem (see

Appendix,Table B1), Thus, this early measure of self-esteem, though

unrelated to later measures of self-esteem, was related to later achieve-
,

ment even'houghit was not strongly related to concurrent achievement.

In Year 2 significant predictions to third-grade math were still evident,
_

.although within-year correlations to achievement were then equally high.

By the Head Stait year,-here were no significant correlations with the

'Brown.Self-Referent score, althOugh the Teacher-Referentacore continued

to significantly predict math performance for boys. While Head Start

experience may have contributed to the drop in predictive ability, .other

maturational factors may have been involved, since a similar drop from

Year 2 to 3 was observed for the urban

In order to assess the ability of the Brown,to add to the prediction

of performance on the third-giade cognitive-perceptual measures over what

d.
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could have been predicted solely from PSI scores in the Head Start year, part,

(or semi-partial) correlations were obtained (see4Kerlinger & Tedhainr, 1973

for a concise-discussion of this procedure). TheAest of the.significance of

the part correlation is equivalent to the test of the signifiCance of adding.,,
.

the Brown to a regression'equatiOn'Predicting a cognitivetperCeptual.score

from the PSI, These part,corrig.latiOnaare presented in Table 4 (teio-order

Table 4

Part-Correlatidns of'Yedr 2 and 3 Brown Scores

:With Third-Grade .Cognitiver-Perceptual MeasureS

for the Head Start Sample

Measure Sex

. URBAN RURAL

Mininium

n-
Third-grade, Minimum

n

:Third-grade
Read' 'Math- Raven ,Read. .Math Raven

Yr. 2 Brown .67 -4-08 -.01 .07 --79- - .07- -.19 -.02
Self-Referent 61 .09 .09 .12 63 .10. .25)' .14

Yr. 2 Brown B 60 -.03 .06 -.03
Teacher - Referent G , 53 '.02 .20 .13

Yr. 3 Brown B 68 .20 .10 .13 87 "-.06 -.07 .05
Self-Referent G 63 -.11 -.10 .05 66 -.01 -.10 -.14

Yr, 3 Brown - B 68 .04 .09 81 -.05 .22* .04
Teacher-Referent 0 63 -.04 -- 66 .06 .02 -.17

Note, Year 2 PSI is partialed out of Brown scores in urban sample.(Zero-order
correlations of Year 2 PSI to Year 6 Reading, Math, and Raven scores were
as follows: for urban boys, .29 .08, and ,14; and for urban girls,
.39, and .57). Year 3 PSI is partialed out of Brown scores in the rural
sample.(Zerd-ordercorrelations of Year 3 ,PSI to Year 6 Reading, Math, and
Raven scores were as follows: for rural boys, .37, .45, and .27; and for
rural.girla, .42, .45, and .32).

* P C .0; one-tailed

37-
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correlations of the PSI with the cognitive-perceptnal scores-also are pre-

sented). Except for two predictions to.Math,scores in the rural site (where

the highest Tart correlation was. only .25), Brown scores made dosignificant

Contributions to predictions from the PSI administered in Years 2 or 3.

Thus, essentially all the predictive variation in early self-esteem scores

was already reflected in the early achievement scores, and separate scores

.,.
.

on-the self - esteem measure are therefore unnecessary for making group pre-

dictions,of cognitiveperceptual performance.

Although not part of the original analysis plan, the relatively high

predictions of third-grade math from the Year 1 Brown scores in the rural

site, combined with the low within -year correlation with PSI, suggested

an additionaladditional analysis should be run to determine this part correlation.

For boys, this part correlation (Year 1 Brown to Year 6 Math, controlling

Year 1PSI) was .,39 and for girls .44, both of which were'significant at

the .01 level. -Thus, at least-in certain environmental'Contexts; measures

of self-esteem obtained prior to Head Start entry add significantly4to

predictions-of"third-grade performance. Perhaps the Year 1 Brown score 1..n

part measures some personal quality (e.g., a motivational component) that'

is more necessary for performance on group achieve tent tests thanon the. .

individually administeredPSI where'the examiner can offer consistent

encouragemeneto the child. This could be checked by coMparing,performance

on similar group- and individually=administered tests within the same year.

Another possible explanation is that self-esteem for theSe children is a

more important predictor for skills learned outside of the, immediate home

environment, especially when the home environment offers a more limited,
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range.of school-related learning opportunities and other significant

teaching adults are more likely to come from a very different socio-

cultural background. Thus, correlations should be higher to later achieve- 47-

ments that depend more on learning in a school setting than to early PSI

.scores whigh dependvmore on learning within the home. The higher correla-.

tion Of.the Year 1 Brown with Year 3 PSI scores (.47 fOr boys and .44 for

girls) than with Year 1 PSI scores is consistent with this interpretatidn.

.Thus, these data suggesepotential,links'among self - esteem, intrinsic
a e'

.motivation,.and readiness to learn/perform in a markedly different social

Situation. Further rceearch is needed todetermine what this yearl score

is actually assessing, and t6 determine the causes of the dOc ses in pre-
',

dictive efficiency with increasing age.'

,,Relationshi0,of.Preschool Measures of Achievement. Motivation. to. Third-Grade

Cognitive - Perceptual Performance for the Head Start Sample

Means and stavdard deviations'for_Gumpgookies are presented` -In Table.5.
a,

(srinces Gumpgook4,es wasfirst administered_during the Head Start year, there
. -

are no Year 2 Gumpgookies scores in the rural site. Note also that the n

w,as reduced in the urban sites in Year 3 because Gumpgookiei in that year

.

was .group administered only in target classrooms.) While Adkins, Payne, 41

and Ballif (1972) report results based on a total scoreplus four scores ,

derived from a 'factor analysis

factors, even after 'partialing

of the items, attempts to replicate their

for response.bias; were unsuccessful. Further,

alpha cOefficlents in,the high .80.1s and low .90's for the total score
.

suggested that-sUbscores were unnecessary. Although Adkins, Payne and Ballif
,

(1972) lOund a correlation of .34 between age-(which ranged fiom 39 to 76
D.

months in their sample) and total score, inthe current. ample with,its more

3a

aS
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restricted age range, the correlation of age with total score was only .17

in Year 2, .07 in, Year 3, and .08 in Year 4. Hence, the conversion to age-

normed 2-score's described by Adkins and Payne (1971) wasnot necessary in

this sample. Consistent with previous findltria (Adkins &'Ballif, 1970)

all of the means were relatively high and increased with age, although

they did not approach the maximum possible score of 75. There were no

significant ,sex differences.

T4 correct for the moderate skew of the Gumpgookies scores they were.

normalized prior to the ,correlational analyses reported in Table 5. In the

urban.sites, Gumpgookies scores in the Head Start year were predictive of

third-grade reading for boys and girls and Raven scores for girls only.

They were significantly correlated with the PSI only for girls. By the

kindergaften year, Gumpiookies was no longer. predictive of any of the third-

grade scores for boys,.although.forgirls'it continued to predict reading

and Raven stores,and:in addition was predictive of math performance. In

, the rural site, Head Start year Gumpgookies scores Were significantly

related to third-grade performance in both reading and math and, for boys

only, to Ravenscores. Furthermore, the correlations with math scores were

'fairly substantial, accounting for 30 to 35 percent of thavariance.-

As indicated bysthe part correlations presented in Table 6, in the

urban Head Start year. Gumpgookies added to predictions of reading scores-

only for urban boys, and added nothing to prddictions of math and Raven scores

for either urban bbys ofgirla; Year_3 Gumpgookies scores did not Contribute

to the predictions for urban children, with the predictive variation pre -

viously noted for girls reflected. in the early achievement measure. In the
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Table 6

Part Correlations of Year 2 and 3 Gumpgookies with Third -Gradel

Cognitive-Petceptual Measures for the Head Start Sample

Measure Sex

URBAN RURAL

Minimum Third-Grade Minimum
n

Third-Grade
Read Math Raven Read Math Raven

Year 2 B 64 .32** .3 .16,

Gumpgookies G 60 .05 .01 .11

Year 3 B .44 7.21" -.07 .-.II. 73 .09 .44** .34*
Gumpgookies

aa

G 40 .99V ..13 .06'. 57 .27* '.42** .06

Note. Year 2 PSI is 'partialed out of Gumpgookies scores in urban sample. (Zeroorder
correlations of Year 2 .PSI to Year 6 Reading, Math,'and Raven scores were
as folloWs: for urban boys, .29,. .08,.and .14; and for urban girls, .53,
.39, and .57). Year 3 PSIls partialed out of Gumpgookies scores in the rural
sample.(Zero-order correlations Of Year 3 PSI to Year 6 Reading, Math, and
Raven scores were as follows: for rural boys; .37, .45, and .27; and for
rural girls, .42, .45, and .32).

* P (.05, one-tailed
** R.< .01, one tailed'

rural site Gumpgookies scores in the Head Start year added significantly

to predictions of-third-grade reading only for girls and Raven'scorei; only

for boys. Hof/ever, Gumpgookies added significantly to predictions of math

scores for both boys and girls, accounting for an additional 18 to 19 percent

of the math variance. Thus,ofor girls R
2

increased from .20 to .3.8 and

for boys from .20 to .39. While these values are still too small to.be of

much use in making prediCtiOns for individuals, they-do have programmatic

\s.
implications in that they-suggest that early attempts to enhance achieveMent

motivation may make a significant independent contribution to the child's

4 2

, 4
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later success in school. Also, a comparison in the rural site of the
,.,

i

correlations of Year 3 Gumpgookies -with- concurrent.or ode year prior PSI

scores (.42 and .35 for boys, and .33 and .32 for girls) to the correlation

of Year 3 Gumpgookies with achievement estimates made three years later

suggests that achievement motivation acts as a-cause of achievement rather

than being itself just a'product of prior achievement.

Relationship of First-Grade Measures of Se1f7Esteem to Third-Grade Cognitive-

Perceptual. Performance

Means and standard deviations for first-grade scores on the Brown and

School Perception Interview, Item 21 are presented in Table 7. Since by

Table 7

Means and Standard Deviations of First-Grade Measures of Self-Esteem and

Correlations with Third-Grade Cognitive-Perceptual Measures for
O

the Head Start Sample

Measure Sex

URBAN RURAL

Minimum
n M SD

Correlations Minimum
n M SD

.Correlations
Read Math Raven Read Math Raven

Year 4
B

Brown Self-
G

Referent

Year 4
Brown B

Teacher- G
Referent

Year 4 School
Perception B

Interview G

Item 21

78

70

78

70

79

70

12.67
12.61

12.91
12.61

3.70
3.76

1.42
1.17

1.26
1.66

.69

.59

-.08
.03

-.12
.01

.09

.03

-.21 -.09
.14 .00

-.13 -.05
.34** .03

.29**,-.11

.13 .10

88

68

88

68

88
67.

12.53
12.42

12.64
12.46

3.84
3.74

1.52
1.73

1.46
1.55

.45

.61

.08

-.13

.12'

.01

.18

-.16

.02 .06

-.12 -.14.

.11 .15
-.01 -.06

.05. -.10

-.29 -.11

* 2. <.05, one-tailed-

** 11<.01, one-tailed

43
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first grade nearly all children were responding to all of the Brown items
0

it was not necessary io obtain adjusted scores. As in previous years, mean

scores were uniformly very high and there were no significant sex differences.

The lackoof urban-rural differences which emerged in Year. 3 was maintained

in Year 4. Similarly, the self ratings of'school performance were generally

very high, with the lowest subgroup mean 3.7 out of a possible 4.0. Thus,

exposure tg regular first-grade classes for at least six months had no

negative effects on mean levels of self-esteem as assessed by these measures.

Brown scores were again normalized prior to correlational analyses.

Although highly skewed, no transformation of the School Perception scores,

was attempted since the entire range was limited to four scores. As.can

be seen in Table 7, out of 36 correlations only two (both predicting third-

grade math performance in the urban sites) were significant, and the larger

of these accounted for.less'than 12% of the variance. As, wOuld be expected,

partialing PSI scores from the. Head Start year out 'of.these self-esteem

scores had little effect on the correlations
\

(see Table 8).

Relationship of First-Grade Measures of Achievement Motivation to Third-

Grade Cognitive- Perceptual Performance

Means and standard deviations for the, three first-grade indicators of

achievement motivation are presented in-Table 9. Since the firit-grade

version of Gumpgobkies contained 60.items. scores were approaching ceiling

levels. Urban boys, however, continued to show considerable variability

in performance. Similarly, the School Perception item on self-reported

school enjoyment was close to its maximum of 3.0. Average teacher ratings

of Task Orientation, while generally positive, were closer to the midpoint
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Table 8

Part Correlations of First-Grade Measures of Self-Esteem with

Third-Grade Cognitive - Perceptual Measures

for the Head Start Sample

URBAN RURAL

Minimum Third-Grade Minimum
Measure Sex n Read Math Raven

Third-Grade
Read Math:: Raven

Brown
Self -

Referent

Brown
Teacher -

Referent

G
71 -.06 -.20 -.08 87 .08 ',02 .061:*

65 .06 .16 .03 68 . -.09 -.17r' -.11

B 71 -.13 -.13 -.05 87 .08 .06 .12
G 65 -.06 .29* -.05 68 .01 -.01 -.06

School
79 .14 .31"-.09 87 .12 -.02 7..15Perception
70 .01 .12 .08 67 -.14 -.27 -.09Item 21

Note. Year 2 PSI is partialed out of Self-Esteem scores in urban sample.
(Zero-order correlations of Year 2 PSI to Year 6 Reading, Math, and
Raven scores were as follows: for urban boys, .29,'.08, and .14;
and for urban girls, .53, .39, and .57). Year 3 PSI is partialed out
ofSelf-Esteem scores in the rural sample. (Zero-order correlations
of Year 3 PSI to Year 6 Reading, Math, and Raven scores were as
follows: for rural boys, .37, .45, and .27; and for rural girls,
.42, .45, and .32). ,

* P <.05; one-tailed
** 2 <.01, one-tailed

value of 15 than to the maximum possible score of 25. In both the urban

and rural sites girls were rated significantly higher in Task Orientation

(in the urban sites t = 2.69, df = 151, 2.< .01; in the rural site t = 3.69,

df =.56, <.01). Earlier Longitudinal Study findings (Emmeiich, 1971)

45
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Table 9

Means and Standard Deviations for First-Grade Measures of

Achievement Motivations.oand Correlations with Third-Grade

Cognitive-Perceptual Measures for the Head Start Sample

Measure Sex

URBAN RURAL

Minimum
n M SD

Correlations Minimum
SD

. Correlations
Read Math Raven Read Math Raven

Gumpgookies B
.G

Schaefer
Task
Orientation

School
Perception B

Interview G

Item 1

72

64

77
64

76

69

49.87
52.93

-16.23
18.6.7

2.61
2.59

9.12
6.65

5.67
5.52

.71

.76

.14

.01

.11

.58**

-.17
-.16

.12

.16

.18

.53**

.04

.08

.14

.14

.20*

.40**

-.10
-.10

88

68

88
66

86

67

53.31
54.34

14.88
18.47

2.36

2.49

5.29
5.13

6.58
5.63

.84

.83

.22*

.06

.33**

.26*

.25**

.00

.31** .11

.24* -.02

.29** .20*

.34** .16

.26** .21*

.08 -.10

* P < .05, one-tailed
** P < . 01, one-tailed

indicated similar sex differencei in observer ratings of task orientation

during free play in urban Head Start classes.

Prior to entry into the correlational analyses, Gumpgookies scores were

normalized while the other scares were lkft in their raw score form. A

can be.-seen in Table 9, in the urban sites neither self-report measure

,( Gumpgookies and School Perception Item 1) was significantly related to the

third-grade cognitive-perceptual scores. In the rural site reported school,

enjoyment by boys was significantly related to the cognitive-perceptual

scores, although the largest correlation accounted for less than 7% of

ri 4 .3
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the variance. FirstHgrade Gumpgookies scores in the rural site, were still

significantly related. to third-grade math performance for both boys and

girls, although to a significantly lesser extent than were the scores from
4

Gumpgookies administered during the Head 'Start year. Gumpgookies scores

were significantly related to reading scores only for boys and were not

related to Raven scores for either boys or girls. Thus, the age period

four to five and a half (i.e., prior to entry into first grade) appears to

be a critical time for the administration of Gumpgookies since there is a

notable drop in its predictive validity the'following year.

In the urban sites Task Orientation ratings were predictive of reading

and math performance only for girls, while in the rural site these teacher

ratings were predictive for both boys and girls. Low but statistically

significant correlations with Raven scores were obtained, for all groups

except rural girls. In the urban sites, the statistically significant

difference between boys and girls in the predictions of both reading

= 3.18, l <-01) and math (z = 2.43, 114:.05) may reflect greater vari-

ability over time of achievement-related behaviors for boys or it may

reflect a greater difficulty on the part of first-grade teachers in

identifying predictive achievement-related behaviors in urban boys. The,

lack of prediction for boys was apparently not caused by a lack of vari-'

ability in the teacher ratings or by ceiling problems on the rating scale,

since the standard deviations of the ratings were almost identical in the

two sex groups and the mean was higher for the girls. As was the case for

Year 3 Gumpgookies, Task Orientation ratings in the rural site appeared to

be more highly related to subsequent achievement than to,achievement in the
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previous year (for boys the correlation of Year 4 Task Orientation ratings

with Year 3 PSI scores was .07,; and for girls this correlation was .27).

Similarly, for girls in the urban site the correlation of Year 2 PSI scores

with Year 4 Task Orientation ratings was .31. These results suggest that

such task-oriented behaviors are mofe the cause of than caused by actual

achievement. Thus, preschool programs fostering such behaviors may be seen.

as having potential long-term positive effects on school performance.

In general, correlations were higher with,the achievement tests than

with the more general problem-solving skills represented by the Raven.

This result implies that if programs designed to improve the achievement

motivation of children were evaluated by assessing their impact on Raven

scores (or scores from a similar problem-solving test), no program effects

may be found even though the program may have a real effect on actual tested

achievement.

Part correlations, partialing the Head Start year PSI scores from the

Year 4 achievement motivation scores, are presented in Table 10. Gumpgookies

"significantly" improved on the prior PSI scores only for predictions to math

for boys in the rural site, and then it only accounted for an additional 4%

of the variance which is not significant for any practical purposes. Schaefer

Task Orientation ratings also contributed somewhat .to predictions of math per-

fotmance for rural children (and to boys' reading and Raven scores). However,

Task Orientation ratings contributed relatively substantially to predictions

of both reading and math for urban girl. Thus, even statistically holding

differences in prior achievement constant, teachers' ratings for these

children reflected behaviors that differentiated children's later levels

of academic skills. The lack of incremental validity, for ratings of urban/

43



Table 10

Part Correlations of First-Grade Measures of Achievement-

Motivation with Third-Grade Cognitive-Perceptual Measures

for the Head Start Sample

Measure Sex

URBAN RURAL('

Minimum
n

Third-Grade Minimum
m

Third-Grade.
Read Math Raven -Read Math. .Raven.

Gumpgookies

Schaefer
Task
Orientation

School
Perception
Interview
Item 1

B

G

a ,

B

G

66
58

.

'65

70'

69

.12

-.02

g.01

.44**

-.21
-.11

..11

.14

.17

.43**

.03

.12

.12

.11

.17

.23*

-.12
-.05 '

88 ,

68

.87

66

86.

67

.12

-.04

.30**

.15

.16

-.05

.20 *,

.14

.26**

.23*

.15

.03

.04

-.09

.18**

.08

.14

-.14

Note. Year 2 PSI is partialed out of Achievement Motivation scores in-urban
sample. p(Ziro-order. correlations of Year 2 PSI to Year 6Reading, Math,
and Raves scores were as follows: for urban boys, .29, .08,. and .14; and
for urban girls, .53, .39, and .57). Year 3 PSI is partialed out of
Achievement Motivation scores in the rural sample.. '(Zero -order correla-
tions of Year 3 PSI to Year 6 Reading, Math, and.Ravenscores were as
follows: for rural boys, .37, .45, and .27; and for rural girls, .42,
.45, and .32).

* .2.4 .05, one-tailed

** Il< .01, one-tailed

northern boys is consistent with previous finding, by Kohn and Rosman (1974),.

whose entire sample consisted of boys from New York City. However, the current

results suggest that for different populations (e.g., urban girls) first -grade

teachers apparently canidentify academic achievement - related, classroom,be-

haviors-that improve predictions baSedlon earlier indications of actual per-.

formanCe. To what extent this finding reflects an expectancy cycle of effects

is unknown.



-.45-

Moderator Variable Analyses

The analyses presented in the following sections were designed to

investigate the possibility that certain child characteristics (cognitive

level, response tempo; and cooperativeness),interact with measures of self-
.

esteem and achievement motivation in predicting third-grade achleveMent.

In these analyses the urban and rural Head Start samples were divided into

thirds on the basis of scores on the child characteristics assessed in the

spring prior to entry into.a Head Start program. For each of the three

levels on these initial characteristics, correlations and part correlations

controlling for concurrent PSI level were run relating Head Start year

scores on the Brown and Gumpgookies to third -grade reading and math achieve-
'

ment scores. In the absence of significant sex by level interactions'

in the correlational patterns, only the results for the combined sexes are

presented. Since children with scores on the moderator. variables Were

assigned'to only one level (i.e., high, medium, or low), rather than being

split between adjacent levels, the numberof children in the various levels

was sometimes ?slightly, disproportional; therefore, exact ns for each mean

and correlation are proVidedin parentheses following the statistic.'.

These analyses were primarily intended to generate hypotheses for
. .

. . .
.

. .

future. research rather than to confirm A4priori theories. Therefore,

,apparent trends in the data are. sometimes noted even when they,fail to

meet, conventional levels'of statistical significance and multiple comparison's

lnvolvin§ the same mean or correlaticewere sometimes run without making any

adjustment in the significance levels of the statistical tests. While these

procedures maximize the chances for discovering relationships, they also

5 0
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may lead to "results" that are. unique .to this sample and. could not be

replicated.

Relationship of Statuaon Year 1 PSI to Predictions from Year 2 Measures

for the Urban Head Start Sample

This set of analyses was designed to determine the possible moderating

effects of initial cognitive level, i.e., whether correlations from the

Brown and Gumpgookies differed 'acdording_to the child's initial PSI. score. .

Since Year 2 PSI was the score partialed from the, Brown and Gumpgookies in

the part correlations, its relationships to third-grade achievement for

differing.initial cognitive levels are presented, first. As can be seen in

Table 11; the pattern of.means reflects the correlation of .55 between

\ Year 1 and Year 2- PSI scores. Correlations to both reading and math were

significant.only for children who scored in the top third on Year 1 PSI,

and were significantly different (24.05) from correlations in both the

lmiddle and low groups. Note that the standard deviation of the PSI scores

Table 11

Year 2,PSI Means,:Standard Deviations, and Correlations for

Three Levels of Year 1 PSI in the Urban Head'Start Sample
f

Status on Year PSI

Statistic High[M=34.42] 'Middle[M= 23.33] Low[W=13.51]

45.78 (46) 38.70 (43) 34.76 (38)
SD 7.79 7.73 7.79
r (Reading) .58** (42) .20 (40) .11 (35)
r (Math) .41** (44) -.01 (42) .02 (37)

Note. Number in parenthesis.is n for statistic. Mean score on Moderator
1Tariable is in brackets following label for each level.

<.05,,:one-tailed
*01(.01, one-tailed



was identical in both the high and the low groups, and thus the difference.

in predictic3Ps cannot be attributed to a lack of variation-among-children who

performed poorly on this test. Thus, children in the middle and lower thirds

on the Year 1 PSI varied more between years in their levels of achievement

in school-related skills. It may be that theie-children were exposed to

greater variation in their subsequent learning environments. For example,
o

some childirn in these lower groups may be exemplifying Short-terM Head Start

cognitive gains which were not sustained by their later experiences. It

should be noted, however, that mean third-grade reading and math'achieve-

ment stores wery consistent with initial.. classifications although individual

variations were not stable.

Means and standard deviations for the normalized Brown and Gumpgookies

scores for each level of the Year 1 PSI are presented in Table 12. There

appeared-to be a slight trend in both measures in the direction of, increasing

means with increasing PSI levels. This slight linear trend was confirmed i:115,

the correlation between Yeai 1 PSI and Year 2 Brown of .16 ;Q although the

correlation of .12 between Year.1 PSI and YeFr 2 Guipgookies was not signif-

icant. Table 12 also indicates-the absence of any significant differences' in

levels of prediction from either Brown or Gumpgookies for children in differ-

.1.1it PSI.. levels.

Relationship of Status on Year 2 PSI to Predictions from Year 3 Measures

for the Rural Head Start Sample.

Given the correlation between Year 2 and Year 3 PSI scores Of:.75, the

. strong relationship of. Year 3 PSI means to status on Year 2 PSI and the-

small within-category standard deviations indicated in Table 13 were not :

surprising.

5 4.1
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Table 12

Year 2 Brown and Gumpgookies Means, Standard Deviations? and

..CorrelationS for Three Levels of Year 1 PSI in th4;,.

Urban Head Start Sample

Measure Statiitic .HAgh[M=34.42]

fr_ Status cznYear 1 PSI

Middle[M=23.-33] Low[M=13.51]

Brown-- . M 51.99 (45)6 51.01 *(42) 48.89 (38)
Self-Referent SD 9.61. .7.45 10.39'

1 .r (Reading) .10 (41) -.19 (39) .16 (35)
Part r (Reading) .05 -.18 .13

. r (Math)r ,02 (43) -.09 (41) o (37)
Pare t (Math) -.01 --.09 .26

GUmpgookies" M 50.11 (44) 50,00 (34) 47.03 (38) --
-SD ' 11.56 8.11 8.47
r (Reading) .21(40) .10 (36) .13 (35)

'Tart -r (Reading) .09 .10 .10

r,(Math) 'Al (42) .15 (38) -.03 (37).
Part r (Math) .03 .15 -.03

iote. Means and standard deviations are for normalized scores
SD = 10). Number in parenthesis is nfor statistic.

Table 13

(M - 50,

0.

Year 3 PSI Means, Standard Deviations, and Correlations for Three

Levels of Year 2 PSI in-the-Rural Head Start Sample

Statuson Year 2 PSI

Statistic -. Hish[MF39.001 Middle[M=27476] Low [M=18.25]

M 52.33 (49), 46.65 (49) 41.66 (47)
SD 4.52 4,91 4.87
i (Reading) .21 (48) .12 (49) .33*(45)
r (Math .36*(49)

'39**(48).
.12 (47)

Note. Number in parenthesis is n foestatistic.

* Q < .05, one-tailed
** 2.< .01, one-tailed

53
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Although for the total rural Head Start sample Year 3 PSI4sCores

were found to be significanily related to third- grade reading. and math

achievement scores, in the present analyses the correlation with reading

performance was significant onlyforthose children who entered Head

Start,with relatively low scorea, while the correlation with math per-

fdimance was significant only for those children in the high and middle.

Year 2 PSI score groups. There, were no significant differences, however,

among the correlations ,from' 'feat 3 PSI scores; thus, a, pattern of higher .

.

correlations for higher PSI .scores found in the urban sample in Year 2 vas

.ot confirmed for the Year 3 scores in the rural Head Start sample. Since

the mean Year 3 PSI score for the rural low group is above the Year 2 PSI

means for the low and middle_nrban group , there maybe a critical absolute

PSI level for obtaining differential'predictions.

As indicated-in Table 14, as was found with the urban,Head Start sample,'

means of both BrownSeIf-Ileferent and Gumpgookies scores tended. to increase

with higher levels. of PSI,althoughthe linear correlation was signifiCani"

only for Gumpgookies (r = .35) and not for the Brown (r = .14)., There were

no significant differences among the correlations. Predictions from Year 3 .

GumpgookieS scores in the rural site, then, were equally good for children

who entered Head Start with relatively high, average, or low Cognitive

abilltieg; Year 3. Brown scores were not predictive cf academic achievement

scores in any of the grOups.
. .

Relationship of Status on'Year 1 Matching Familiar Figures Test Latency

to'Predictions-frr-1.Year 2 Measures forthe Urban Head Start Sample

The Year 2 PSI means presentedin Table 15.indicatethe previously noted

(Waid; 1973) lack of relationship for study children at this age level between

5 4
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Table 14-

Year 3 Brown and Gumpgookies Means, Standard Deviations, and CoiielatiOns

for Three Levels of-Year 2 PSI in the Rural Head Start Sample

Measure Statistic

Status on Year 2 PSI

High[M=39.00] Middle[M=2 .76] Low[M=18.25]-
kv

Brown M 49.59 (49) 47.58 (48) 46.83 (47)
Self- SD 9.05 11.05 8.93
Referent r (Reading) -.10. -.05 (48) -.02 (45)

Part r(Reading) '-.10 -.05 -.11
r (Math) -.15 (49) -.21 (47) .12 (47)

Part 'r (Math) -.16 -.18 .09

Gumpgookies 52.39 (43) 48.30 (43) 44.64 (39)
SD , 8.91 11.09 7.92
r (Reading) .21 (42) .20 (43) .27 (37)

Part r (Reading) .15 .18 .20
r (Math) .45**(43) .54*(42) .49**(39)

Part r (Math) .35* .48** .47**

Note. Means and standard deviations are for normalized scores (M = 50,
SD = 10). Number inAmrenthisis is n for each statistic.

* .2.< .05, one-tailed

** 2.< .01, one-tailed

Table 15.

Year2 PSIMeans, Standard Deviations; and Correlations for Three

.

`Levels of Year 1 MFF Latencies in the Urban Ilea* Start
\

Sample

Statistic

Status on Year 1 MFF Latency,

High [M=.71]a Middle. [M=.58] Low [M=.48]

M 41.85 (40) 39.55 (38) 40.30 (43)
SD 9.21 8.26 8.68
r (Reading) .66**(37) .41**(33) .30*(41)
r .(Math) .49**(39) -.02 (36) .17 (42)

.

Note. Number in parenthesis is n for statistic.

a
Latency mean based on log(X+1) transformation.
*R(.05. one-tailed

**R.4...01, one-tailed
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latencies on the Matching Familiar Figures Test (MFF) and cognitive per-

formance. There appeared to be a te4tncy, however, for predictive corre,

lations to be higher for children with the longest latencies and,.for all

groups, to be higher with reading than with math achievement scores,

Ag indicated in Table 16, mean scores on both the Brown and Gumpgookies

were essentially identical ,across the three level's of MFF latency scores.

There were no significant differences in the correlations from the Brown,

although the part correlations suggested that, reported' self-esteem con-

tributes significantly to third -grade math performance for children with

. initial low (i.e., fast) latencies. Gumpgookies, however, was a significantly

Table 16

Year g Brown and Gumpgookies Means Standard Deviations, and Correlations

for Three Levels of Year 1 MFF-Latency Scores in the Urban Head Start Sample

Measure Statistic

Status on Year 1 MFF Latency

High[M=.71fa MiddleiM.581 Lovi[M=.48] '

Brown M 49.56 (39) 52.83 (38) 50.81
Self-Referent SD 10.87 9.20 6.78

r ( ading) .14 (36) .10 (33) .09 (40)
Part r (Reading), .05 .04.

r (Math) .10 (36) -.03 (36) .27*(41)
Part r, (Math) .03 -.03 .27*

Gumpgookies M 49.90 (39) 50.77 (34) 48.32 (42)
SD 9.12 10.94 9.09
r (Reading) .08 (36) .05 (29) .50**(40)

Part r (Reading) .00 -.06 .46**
r (Math) -.16 (38)' .33 (32) .29* (41)

Part r (Math) -,.22 .34 .27*

Note. Means and standard deviations are for normalized scores', (M = 50,
<20 SD =. 10). Number in parenthesis is n for statistic.

al.atency-mean based on log(X+1) transformation..
*2(.05, one-tailed

**p..01, one-tailed

3 0
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oetter predictor for children with a fast response'style than for children

with a relatively slow response style (for reading .z 1.96, 2.4.05; and for

math z 1.96, 2.<.05). Perhaps on a measure like Gumpgookies initial

response6 are the most valid. Scores for children who respond quickly there-

fore would be more predictive.. Another possibility is that the short latency

category comprises two kinds of children. Thus, some fast responders may be

highly motivated children who perceive that they are being timed and there -`

fore answer quickly, while other fast responders may be very unmotivated for

the task and simply respond without thinking in order to finish the task

quickly; if children in the former category got high Gumpgookies scores

while children in the latter group got low.scores, a relatively high corre-

lation between Gumpgookies and later achievement in the fast responding

group as a whole might be expected.

Relationship of Status on Year 2 MFF Latency to Predictions from Year 3

Measures for the Rural Head Start Sample

Table 17 indicates that mean levels 'on Year 3 PSI were essentially

unrelated to status on MFF latency. Similarly, there were.no significant

-differences among the correlations to third-grade achievement. Table 18

indicates a similar lack of mean or correlational differences far Year 3

Brown and GliMpgookies scores: While the correlation of GuMpgookiea to

reading appears to be lower for children in the middle MFF latendy group,

it is not significantly different from the correlations in the high and low

groups. The higher' correlations from Gumpgookies to math for children with

short. latencies (i.e., the low group) that were noted in the urban Head

Start sample in Year 2 were not replicated. Instead, Gumpgookies perforM-.-

ance contributed significantly to the prediction of 'third-grade math

Jt-- 4
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Table 17.

Year 3 PSI Means, Standard Deviations, and Correlations for Three

Levels of Year 2 MFF Latency Scores in the Rural Head Start Sample

Status on MFF Latency

Statistic High [M=.71]a Middle [M=.59] Low [M=.46]

M 46.40 (48)., 46.51 (49) 47.92 (48)
SD 6.97 6.14 6.24
r (Reading) .56**(48) .27*(49) .38**(45)

r (Math) .60**(47) .33*(49) .53**(48)

Note. Number in parenthesis is n for statistic.

*.p <.05, one-tailed
**.a< .01, one - tailed

Table 18

Year 3 Brown and Gumpgookies Means, Standard Deviations, and.. Correlations

for Three Levels of MFF Latency Scores in the Rural Head Start Sample .

Measure Statistic

Status 6h MFF Latency

HishIM=.77]a- Middle[M=.59] Low[M=.46]

Brown M 47.66 (48) 48.77 (49) 47.05 ((i7)
Self- SD 9.10 10.86 9.26
Referent r (Reading) ,-.19 (48) .07 (49) .09 (44)

Part r (Reading) -.24 .04 .00
r (Math) -.16 (47) -.05 (49) .12.(47)

Part r (Math) , -.21 -.09 .00

Gumpgookies M 48.22 (42) 47.27 (39) 50.30 -(44)
SD 11.60 8.29. 9.39.
r (Reading) .35*(42), %09 (39) .40**(41)

Part r, (Reading) .14 .02 .26
r (Math) .68**(41) .49**(39) .52**(47)

Part r (Math) .48** .42** .32*

Note. Means and standard deviations are for normalized scores (M = 50,
SD = 10).. Number in parenthesis is n for statistic.

aLatency mean based on log(141) transformation
*.05, one-tailed
**14..01, one-tailed
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achievement scores regardless of the child's prior latency response to

the MFF.

Relationship of Status on Year 1 Cooperation Ratings to Predictions from

Year 2 Measures for the Urban Head Start Sample

These analyses are limited to the urban Head Start sample since the

Eight-Block Interaction Task was not administered in Lee County in Year 2,

the spring prior to entry,into Head Start' in that site. As can be seen in

Table 19, there was a tendency for Year 2 PSI to increase as Cooperation

ratings increased. Indeed, the significant correlation between these two

scores of -indicated the existence of such a linear trend, While one

might expect achievement scores to be less valid among children rated as

relatively uncooperative, the correlations to reading were actually highest'

in the group with the lowest cooperation ratings.. These findings suggest the

generalization of fpersonal and social behaviors which facilitate or interfere

with learning (e.g., attentiveness, involvement, attitudes toward teaching adult)

and the cumulative effects of early learning difficulties. However, given the

Table -19

Year 2 PSI Means, Standard Deviations, and Correlations for Three

Levels of Year 1 Cooperation Ratings in the Urban Head Start Sample

Status on Year 1 Cooperation Ratings

Statistic High[M=1.35]a Middle[M=3.15] Low[M=6.24]

M 41.62.(37) 39.89 (37) 37.78 (36)
SD 9.50 8.48 8.41
r (Reading) .32*(33) .35*(35) .61**(33)
r (Math) .13 (36) .34*(37) .28* (35)

Note. ,Number in parenthesis is n for statistic.

aLow scores indicate a high level of cooperation.
*p< .05, one-tailed

**p_<.01, one-tailed
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small sample sizes, the correlations for the three groups did not differ

significantly.

. Table 20 indicates that Brown mean scores also were 'related to status

on the Cooperation ratings; the correlation of.-.24 between these two scores

indicated a small but statistically significant linear relationship. This

could be caused by the tendency of teachers to give more positive feedback

to cooperative children, which in turn would enhati ceYthe self-esteem of

these children. Also, since an attentive, task-oriented child is more

likely to benefit in a learning situation, the increase in competencies is

likely to result in more positive self-regard. While correlations with

Table 20

Year 2 Brown and Gumpgookies Means, Standard Deviations, and Correlations for

Three Levels of Year 1 Cooperation Ratings in the Urban Head Start Sample

Measure Statistic

Status on Year 1 Cooperation Ratings

High[M=1.35]a Middle[M=3.15] Lpv[M=6.24)

Brown M 53,27 (37) 50.60 (37) 48.92 (35)
Self- SD 8.45 8.61 10.41
Referent r (Reading) -.18 (33) .26 (35) -.05 (32)

Part r (Reading) -.27 .25 -.10
r (Math) .06 (36) .30*(37) -.14 (34)

Part r (Math) .03 .28* -.16

Gumpgookies M 50.78 (34) 52.07 (35) 46.06 (34)
SD 9.78 9.54 8.70
r (Reading) .11 (31) .28 (33) .24 (31)

Part r (Reading) .06 .22 .08

r (Math) .13 (34) , -.01 (35) .27 (33)
Part r (Math) .11 -.07 .21

Note. Means and standard deviations are for normalized scores (M = 50,
SD, = 10). Number in parenthesis is n for statistic.

a
Low scores indicate a high level of cooperation.

* 24.05, one-tailed
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third-grade reading and math achievement scores appeared to be slightly

higher for children with moderate Cooperation ratings, there were no

significant differences among the correlations.

Gumpgookies scores also were relatedeto Cooperation ratings

(r = -.28), indicating some generalization of attentiveness to cognitive,

task demands across years for both self-report and situational measures,.

Status on the Cooperation ratings, however, did not significantly influence

the level of correlations between Gumpgookies and the third-grade achieve-

ment scores.

Summary of Moderator Variable Analyses

In general, initial status on measures .of cognitive level,,response

tempo, and cooperation did not significantly influence predictions from

Head Start year scores on the Brown or Gumpgookies. However, a tendency '

in the urban site for Gumpgookies scores to be more predictive for fast

than for slow responders was noted. In addition, Year 2 PSI scores in the

urban sites appeared to be most valid for the high ability children; indeed,

Year 2 PSI scores were not significantly related to third-grade reading and

math for urban children classified in either the middle or bottom third

on Year 1 PSI. The lack of replication of these findings in the rural

Head Start sample may reflect chance findings given the small sample sizes

involved, or differential findings according to absolu:e levels of scores

and/or variation in meanings of scorest different developmental levels.

In both the urban and rural sites, during the preschool period greater

self-esteem and achievement motivation were associated.With higher pre-

academic skills. Also, those urban children who. were rated as more

6'
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cooperative during the Year 1 mother -child Bight - Block. Interaction session

tended to have higher self-esteem, achievement motIvation,and preacademic

skills in the spring of the Head Start year. The generalization of task

orientation across years say be seen as facilitating the child's learning,

thereby leading to greater positive reinforcement and increased self regard.,

As noted earlier, these findings are at best suggestive of promising

directions for future research. The main analyses for the present report

described the influence'of concurrent cognitive level upon'Oredictions of

third-grade academic achievement from preschool measures of self-esteem

and achievement motivation. In future analyses the modifying effect of

concurrent assessment of response latency and cooperation might be examined

and the extent of agreement with present findings determined. Also,

additional study findings may suggest other variables for meaningful

differentiation both among children and their environments.

Comparative Findings for the Urban "No Preschool"Sample

In the following set of analyses results are presented for the sample

of urban.black children who, accoiding. to study records, had not attended

a preschool of any kind. Although these children came from families of .

slightly higher socioeconomic status than those in the Head Start sample

(see sample description in'Chapter 2), they were initially similar in

terms of their Year 1 PSI scores (M = 39.39 vs. 38.67, SD = 9.26 vs.

8.89, respectively). While the general rule in previous tables was to

not report correlations based on fewer than 20 children, that rule was not

used in tables in this section due to the small size of the "NO, Preschool"

sample, although no correlation reported was based on fewer than 15 children.
0

With,such small samples, inferences based on the relative sizes of correlation
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coefficients must be made very cautiously. For example, with samples of

20 children correlations must be at least to be significantly different
$ .

from zero at the .05 level, one - tailed.

Relationship of the Measures of Self-Esteem to Third -Grade Cognitive-

Perceptual Performance for the Urban "NoTreschool" Sample

The results of the analyses for the self-esteem measures presented in

Table !l cambe compared to the results for the Head Start sample presented

Table 21

Means, Standard Deviations, and PredictiVe Correlations for-

Self-Esteem Measures in the Urban "No Preschool" Sample

a

Measure
Minimum

Sex, n

Year 1 Brown B 22

Self-Referent G 28

Year 2 Brown B 18
Self-Referent G 25

Year 3 Brown B '23

Self-,Referent G .31

Year 3 Brown
Teacher-Ref.

Year 4 Brown
Self-Referent

, Year 4 Brown B,

Teacher-Ref.

23

30

20

31

19

31

Year 4 School
Perception B 20

Interview G 31

Item 21

M SD

Correlations
Concurrent,

PSI
Third-Gthde

Read Math Raven

.83 .17 '.29 .17 .13 .07

.83 .15 .15 .10 .13 -.25

.87 .15 .64** .50* .45* .18

.90 .07 .21 .06 .02 -.18

.92 .07 .04 .38* .29

.92 .08 .26 .38* -.05

.92 .11 ' .09 .49** .20

.94 .09 .12 .21 .29

12.70 1.29 .10 -.02 -.25
12.82 1.18 .10', .26 -.08

,

12.67 1.49 .10 .17 -.07
12.82 1.04 .23 .29 -.24

3.48 .90 .22 .21 .05
3.82 .39 .10 .07 .29

* p <.05, one-tailed
** 11<..01, one-tailed
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in Tables 3 and 7. Mean values in both samples were quite high and did not

differ significantly, suggesting that the-urban Head Start prograMs had no

significant impact on self-esteem as measured by the Brown. As was found

0

for the urban Head Start saMple, mean Brown scores for the urban "No Preschool"

group tended to be higher than for the rural Head Start group; in Year 3, with

-the rural sample attending Head Start, no significant differences were

obtained: Although children's self reports of school performance in first-

grade generally were high, the mean for urban "No Preschool" boys was lower

than that for urban and rural Heal Start boys and girls.

A comparison of predictions from the Year 2 Brown in the two samples

indicated somewhat higher predictions for "No Preschool" boys than for Head

Start boys; this trend was not evident for girls. For boys, the differences

between the correlations in the two samples were significant for the corre-

lations of Year 2 Brown to both concurrent PSI (z = 2.70, EL(.05) and reading

(z = 2.17, 2.4.05), although the difference in the predictions to math'was not

significant (g.'-= 1.84, it".05). However, since the same trend was evident in

Year 1 (i.e., before the Head Start sample entered classes), :he difference.

does not appear to have been caused by Head Start attendance.

A comparison of the part correlations presented in Table 22 with those'

for the Head Start sample reported in Tables 4 and 8 suggests the absence

of ahy significant differences, with self-esteem measures not adding signif7

icantly to the prediction of third-grade perfOrmance from Year 2 PSI scores.

Relationship of the Measures of Achievement Motivation to'Third-Grade

Cogncitive- Perceptual Performance for the Urban "No Preschool" Sample

The data presented in Table 23 reveal, the same trend noted earlier for

Gumpgookies scores to increase with age. As was generally found for the

6 4
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Table 22

Part Correlations., of Self-Esteem Measures with Third-Grade

Cognitive-Perceptual Measures for the.Urban "No Preschool" Sample

Measure Sex

Minimum
n

Third-Grade
Read Math Raven

Year 2 Brown B 18: .32 .29 .13
Self-Referent G 25 -.01 -.05 -.20

Year 3 Brown ,.. B 22 -.11 ..27 .26
Self-Referent. G 26 .14.. .. .27 -.08

Year 3 Brown B. -22 -.05 .34 .16'

Teacher-Referent G 26 -.14 =-:01 .05

Year 4 Brown B 18 .11 .'-.01 . - -.25
Self-Referent G 25 .10 .26 -.08

Year 4 Brown . 18 .07 .14 -.08
Teacher-Referent 25 .13 .18 -

Year 4 School
Perception . 21 .15 .15 .03

Interview 25 .17 .15 .31

Item 21:

Note. Year 2 PSI score is partialed out of Self-Esteem scores.
(Zero-order correlations of Year-2 PSI to Year 6 Reading, Math,
and Raven scores, respectively, were as follows: for boys, .39,
.36, .13, and for girls, .32, .35, .07.).

urban and rural Head Start samples, differencE.s between the sexes favored
0

girls, but they were too small to be significant. A comparison of the

results presented in Table 23 with the comparable results presented in

Tables 5 and 9 indicates a alight,'though,consistent, trend for achievement

motivation scores to be higher in the "No Preschool" sample. In Year 3,
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'Table 23

Means, Standard Deviations, and Predictive Correlations for

Year 2,'3, and 4 Achievement Motivation Scores for the

Urban "No Preschool" Sample

,,

Minimum
Measure Sex n M

Correlations
Concurrent

SD PSI
.---' Third -Grade

--Read Math Raven

Year
N

2
. B

Gumpgookies G.

Year 3 B
Gumpgookies' G

Year 4-, B

Gumpgookies. G

Year 4
B.

Schaefer Task
G

Orientation

Year 4 School
Perception B
Interview G

Item 1

18
22

18

18

21

25

2d

32 -

20
31

52.38
55.21

59.74'
62.11

50.42
54.50

18.65
20.41

2.74
2.70
_

10.74
9.08.

7.89 .1

6.14 "0

10.68
4.10

5.26
5.02

.62

.64

.49*

.42,

.

.01'.

.27

-.42
.46*

.23

-.21

.34

.25

-.01
.04.

.

.34

.20

-.03
.34

.31
-.30

.05

.11

.37

-.12

"

.

.

.

-:02
.17

7.11:
.41**

.06

.09

--.08

.08

.34

.21 ,

24..05, one-tailed
** 41<.01, one-tailed

a

when Gumpgookies scores for girls were most predictive of later...Achieve-

.ment,Gumpgookies scores for girls in the "No Preachool sample were

significantly higher than girls scores in the Head Start sample (t 3.34,

df = 56, .2.< .05). As was fouad,in the urban and rural Head Start samples,

teachers' ratings of the children's task orientation in-first grade favored.

girls.

63



-62-

The correlation patterns were fairly similar in the two samples, with

Year 3 Gumpgookies again predicting achievement onlyfor girls. Although
4 , \

the correlatitm of Year 2 Gumpgookies with concurrent PSI appears to be

higher. for "NO Preschool" boys than for Head Start boys, this difference.

was not significant (z = 1.04, Is>.0.5). In contrast to the significant

correlation's with third-grade achievement obtained for urban Head Start

e girls, teacher ratings of 'those urban children who had not attended pre.7

school Were not significantly related to the children's later "school skills.

The part correlations are presented, in Table 24, which may be compared to
.

the part correlatione..for,the Head Start sample presented in Tables '6 and 10.

Patterns of part correlations for the Gumpgookies scores were essentially

'similar in-the two.samples. However, for the"NOFreschool" group, Gump-
...c. /

gdokies scores in Year 3, when theSe children attended kindergarten and\

were first enrolled in school, did contribute significantly, to third-grade

reading scores.

Summary of Results for.. Urban "No Preschool" Sample

-Few differentes.were found in either mean levels or patterns of correla-

tions between the urban "No Preschool",anclHead-.Start samples. Although Head

Start attendance in.general had no significant differential impact on these

scores, certain'individual,Head Start programs or teacheis-may have been dif-
^

ferentially effective. In addition, generalizations should be made very t

cautiously from the "Na Preschool" sample because of its small size.; Since '

all children in the ",'No Preschool" sample were'frop areas where Head Startpro-
,

grams were available, these children were from families that chose not to.send

their children to Head Start or any other preschool program, and theythus are

not representative of families that were unable to enroll their children because

7
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-Table 24

Part Correlations of Measures of Achievement Motivation with

ThirOGrade Cognitive-Perceptual Measures for

the UrbapL"No-Preschool" Sample

Minimum, . Third--Grade )f

'Measure Sex . n Read Math Raven

.Year2
Gumpgookies

Year 3
:Gumpgookies,

Year 4
GumpgOoki4

_

. ,

Yk-4 Schaefer
',TaskNFientation

Year 4 School
Perception

' Inter4iew

B

G

B

G ,.

B

G
.

B
G .

B

G,

,

0

-18

22-

'15

15

18

20

.
17

, 27_

. 19

24-

.

-,21"

.14

. -.52
, .44*

,

'.23
-.09

.30

.18

-.19 .

.03

.

.19

.06

-.12
..31

.31

-.18

.01

.03

.425

-.13

.

'-.10-:
.. .16

..08
.61**

.06

.11
-.

-.09
.06

.31
. .21

.Item 1

Note. Year 2 PSIisbore is,partialed out of Achievement-MotivatiOn scores.
/ (Zero-bkder correlaflons of Year 2 PSI to Year 6.Readingi

and Raven scores, respectively, were as followst lor.boW, .39,
.36. .13 'and for girls, .32, .35, ..07.)

* 2(.05, one-tailed
** Q < .01, One-'tailed

MD program existed. The higher Year 1 SES level in the '"No Preschool"
, .

sample also suggests that the two samples were not initially totally
A

comparable. Continuing group differences in the home environment. may

shave occurred wh4 interacted with the variables under-investigation. The

differential effecte of SES level are explOred more fully in the next ,section.
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Comparative Findings for the Rural "Other Preschool" Sample

The following analyses for the rural "Other Preschool" sample provide

a basis for comparison with a group of children who were different from the

rural Head Start sample in terms of race and socioeconomic status, but who

also had group preschool experiences. Thus, these analyses werenot de-

signed to show the impact of preschool experiences on .self-esteem and

achievement motivation or their correlates with achievement, rather they

provide an additional method of determining the stability of relationships

across children with very different backgroundcharacteristics.

Relationship of Measures of Self-Esteem to Third-Grade Cognitive- Perceptual

Measures for the Rural "Other Preschool" Sample

Comparing the means for the rural. "Other Preschool" sample presented

in Table 25 with those for the rural Head -Start sample presented in

Tables 3 and 7, it appears that in Years 1 and 2 self- esteem scores were

slightlyjligher in the "Other-Preschool" sample, although by Year 3, when

.both groups were attending preschool, there were essentially no differences,

with both samples at ceiling levels. In Year 4. Brown, scores remained at very:

high levels in both samples. Similarly, scores on the School Perception

Interview.item were high in both samples. Thus, in first grade, following

Head Start attendance, there was no evidence for lower self-esteem in low-

SES populations.

The patterns of correlations were fairly'aimilar in the two samples,

except for girls in Year 2 where the correlations of the Brown to both con-
,

current and later achievement were negative in the "Other Preschool" sample,

but positive in the Head Start sample. The absence of such a trend in

either Year 1 or Year 3 suggests that chance .fluctuations in this highly

6
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Table 25

Means, Standard Deviations, and Predictive Correlations for

Self-Esteem Measures for the Rural "Other Preschool" Sample

a

Measure Sex
Minimum

SD

'correlations
Concurrent

PSI
Third Grade

Read Math Raven

Year 1 Brawn B 32 .86 .14 .34* .28 '38* .34*
Self-Referent G 28 .88 .15 .20 .11 ;125 .04

Year 2 Brown. B 36 .88 .11 .27 .18 /.29* .23
Self-Referent G 28 .91 .08 -.44 -.31 /.25 -.42

Year 3 Brown B 36 .89 .10 .29* .24 / .30* .54**
Self-Referent .G 29 .08 .21. .33* I .29 .33*..92

Year 3 Brown B 33 .92 .11 .25 .07 _.13 .36.

Teacher-Ref. . G 29 .92 .08 .07 .12 ..22 .29

Year 4 Brown B 40 12.52 1.54 .19 .20 .22
Self-Referent G 33 12.71 1.31 -.02 .13 .06

Year 4 Brown B 40 12.55 1.63 .33 .35* .27*
Teacher-Ref. G 33 12.47 1.83 -.2 -.06 -.03

Year 4 School
Perception
Interview

B
G

40
33

3.35.

3.59
.83
.56

2/;
..36*

-.21
.31*

-.19
Item 21

*2.< .05, one-tailed
**2.< .01, one-tailed

skewed distribution may have contributed to this r sult:-Also, for the

"Other Preschool" group, in first-grade boys' TeaCher-ReferentSelf-Esteem

scores were significantly related to their third- rade cognitive performande.

Similarly, these boys' perception of.how well th y were doing in school was

significantly related to their third-grade math

TO

cores. Indeed, for
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white middle-SES boys, their self- esteem scores in Years 1 through 4 were

consistently related to their third-grade math scores.

The part correlations 'presented in Table 26 may be compared with the

part correlations presented in Tables 4 and 8. There were no sigii-Aicant

differences between the two samples in these part correlations. Note that

Table ,26

Part Correlations of Self-Esteem Measures with Third-Grade

Cognitive-Perceptual 'Measures foi the Rural "Other Preschool" Sample

Measure . Sex
Minimum Third-Grade

Read Math: Raven

Year 2 Brown 35. .14 ..17
Self-Referent G 28 -.09 -.01 -.18,

Year 3 Brown 35 .15 .20 .39**
Self-Referent G 27 .20 .16 . .19

year 3 Brown B 33 -.02 .03 .22

Teacher-Referent G 32 .08 .18 .25

Year 4 Brown B 35 .14 .15 .15

Self-Referent 28 .03 .18 .11

Year 4 Brown 35 .27 .28* .17
Teacher-Referent 28 -.06 .13 .17

Year 4 School
Perception 35 .15 .27 ' .17

Interview G 28 -.02, -.11 -.09
Item 21

Note, Year 3 PSI score is partialed out of Self-Esteem scores. (Zero-
order correlations of Year 3 PSI to Year 6 Reading, Math, and
Raven scores, respectively, were as follows: for boys, .34, .40,
and .57,and for girls, .60, .63, .65.)

* ja< .05, one- tailed
** 2.< .01, "one-tailed
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when the Year 3 PSI soore was partialed out the correlations for girls

from Year 2 Brown scores became positive. Also, the Year 4 Teacher-

Referent Self-Esteem score continued to significantly predict third-grade

math achievement scores for white middle-SES boys.

Relationship of First-Grade Measures of Achievement Motivation to Third-

Grade Cognitive-Perceptual Measures for the Rural "Other Preschool" Sample

The means presented. in .Table 27 may be compared to the means for the

rural Head Start sample in Table 9. (Since Year 3 Gumpgookies was group

administered in target classrooms, no scores on it are available for the

"Other Preschool" sample.) While there, were no race/SES differences for

rural girls in Year 4, first-grade Gumpgookies scores were significantly

higher for boys in the rural Head Start sample than for boys in the rural

"Other Preschool" sample (t = 2.45, df = 126, 2<.05). This is in direct

Table 27

1

Means, Standard Deviations, and Predictive Correlations for

Achievement Motivation Measures for the Rural "Other Preschool" Sample

Measure Sex

Minimum
,

n
.... M SD.

Third-Grade
Read Math Raven

p .

'-7.65Year 4 B 40 50.00 .04 .01 .12

Gumpgookies G 33 52.91 6.24 .01 -.14 -..20

Year 4 Schaefer
,

B 39 20.77 4.95 .47** .56** .43**
Task Orientation G 33. 20.65 '5.22 .12 .08 .31

Year 4 School
Perception B 39 1.95 .92 .20 .29* .12
Interview G 31 2.21 .93 .21 .10 .02
Lt em 1 .

* .2. <.05, one-tailed
** L <.01, one-tailed
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opposition to previous findings on the relationship of SES to achievement

motivation (e.g., Adkins, Payne & Ballif, 1972). However, since Gumpgookies

scores in the "Other Preschool" sample did not correlate with teacher ratings

of task orientation in first grade (see Appendix Table B4) and were not pre-

dictive of later achievement, the score apparently has different meanings

in the two groups. Self-reported §chool enjoyment (School Perception

Interview Item 1) also was higher for children in the Head Start sample,

with the difference for boys reaching statistical significance (t - 2.37,

df = 123, il< .05). As was evidenced in the'rural Head Start group, self-
. r.

reported school enjoyment was associated with higher third-grade math

scores for white middle-SES boys.

On the Schaefer Task Orientation score, which was predictive of later

achievement for boys in both samples, mean scores were significantly higher

for the white middle-SES "Other Preschool" boys than for the black lower-.

SES boys in the Head Start sample (t = 5.58, df = 126, k(.01), although

the difference for girls was not significant (t = df = 101, 11)..05).

. Unlike the Head Start sample, in first grade the difference in Task Orienta-

tion ratings for boys and girls in the "Other Preschool" sample was not sig-

nificant:
1

Although in the rural Head Start sample Year 4 Task Orientation

scores were predictive for both boys and girls, in the rural "Other Preschool"

aample these predictions were significant only for boys. While the failur4 to

predict for girls might be ascribed to the low variation and high mean level

in ratings in both years (see Appendix Table B4) and consequent low reliabil-

ity of the ratings (the correlation of Year 4 to Year 6 ratings for this sample

of girls was .00), the relatively high correlations for boys are more difficult

1
By third glade, however, a significant sex difference favoring girls was
obtained.

73'
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to explain since the Year 4 to Year 6 stability of the ratings for boys

was only .15. BOis may be more likely to display the critical achievement-

related behaviors in first grade enabling predictive differentiation, or

first-grade teachers may be more aware of these behaviors than teachers in

third grade. Moreover, young boys may be exposed to more variation in the

school environment (e.g., more approval and disapproval) and/or be more

susceptible to such variation.

The part correlations presented in Table 28 may be compared to the part

correlations for the rural Head Start sample in Table 10. There were no

significant differences between the part correlations in the two samples,

with first-grade teachers' ratings of task-orientation still contributing

Table 28

Part Correlations of Achievement Motivation Measures with Third-Grade

Cognitive-Perceptual Measures for the Rural "Other Preschool" Sample

Measure Sex
Minimum

n
'Third- Grade

Read Math Raven

Ye x 4 36 -.06 -.11 -.06
Campgookies 28 .15 .00 -.06

Year 4 Schaefer 36 .37* .44** .24

Task Orientation 28 -.02 -.07 .17

Year 4 School
Perception 36 .26 .36* .21

Interview G 28 .15. .04 '-.05
Item 1

Note. Year 3 PSI score is partialed out of Achievement Motivation scores.
(Zero-order correlations of Year 3 PSI to Year 6 Reading. Math, and
Raven scores, respectively, were as follows: for boys, .34, .40,
and .57, and for.girls, .60, .63, and .65.)

* l <,05, one-tailed
** 2,(.01, one-tailed
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to the prediction of boys' third-grade reading and math achievement scores

beyond what could have been predicted solely from preschool estimates of

their cognitive ability.

Summary of Results for the Rural "Other Preschool" Sample

During this age period, for this sample of children, few race/SES

differences emerged. The middle-SES children in the rural "Other Preschool",

sample were similar to children from the rural Head Start sample in self

reported self-esteem and achievement motivation, especially once children

were enrolled in Head Start. Indeed, in first grade, children in the

Head Start sample tended to be slightly higher in,self-reported school

enjoyment and Head Start boys expressed greater achievement motivation.

. However, as perceived by their teachers, the task orientation of the

middle -SES "Other Preschool" children was higher. Thus, children in the

Head Start sample.may have learned the appropriate attitudes, but not the.

concrete steps necessary to put those attitudes into relevant actions. It

is alto possible that teachers rated children according to their own SES/

race expectancies and biases and were not sensitive to the children's actual

behaviors. The differences in stability coefficients for the Task Orientation

scores by race/SES described in Appendix B suggest there was less change in

child behaviors in school for the low-SES groups, or less sensitivity in

.teachers in perceiVing differences in children of a different status level

than themselves, accompanied by greater consensus over time among teachers

concerning the variables used to make their judgments of low-income black

children. Except for the lack of prediction for the task-orientation ratings

fdr the middle-SES girls, correlational patterns across the two samples were

quite similar.
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Chapter 6

SUMMARY AND CONCLUSIONS

In the current, report, the investigation of the relationship of self-

esteem and achievement motivation to cognitive-perceptual performance in

children who attended Head Start focused on three questions: (1) the

relationship of measures,of self-esteem and achievement motivation gathered

when the children were 3 1/2 to 6 1/2 years of age to reading and mathematics

achievement in third grade, (2) whether such measures can improve predictions

made solely from an achievement measure administered during the Head Start

year, and (3) whether these predictions in the Head Start year differ de-

pending on initial status on measures of cognitive ability, response tempo,

and cooperation. A criterion measure of problem-solving ability also was

included to investigate possible differential, predictions when compared to

the more directly school-oriented achievement measures. Supplementary

analyses compared mean levels and correlations in the samples of children

who attended Head Start to similar statistics in two comparison samples.

The tTS-Head Start Longitudinal Study provided the data for the study.

A sample of 467 children from that study who had data on at least one of

the early measures of self-esteem and achievement motivation plus scores --

on the cognitive-perceptual measures in third grade was selected. From this

group, two samples of children'who had attended Head Start were identified.

One sample came from two urban northern cities in which Head Start was a

prekindergarten program, and a second sample came from a basically rural

southern 'community in which Head Start was a kindergarten level program.

Since both of these samples were predominantly black, the few white children

70
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were eliminated from all analyses in order to avoid any race confounding.

One of the supplementary comparison samples consisted of urban black

children with,, as far as could be determined, no preschool experience,

while the other compa ison sample consisted of rural middle-SES white

children who had atten d non=Head Start preschools. The total sample, then,

consisted of 467 children distributed among four subsamples. Since pre-

vious research suggested the existence of se-- and race/SES differences in

both mean level comparisons and patterns of intercorrelations,analyses

were performed separately by sex within race/SES groups. Thus analyses

were run separately for each of eight subgroups representing differing

sex, preschool experience, SES, and geographical areas of classification.

The Brown IDS Self-Concept Referents Test was the measure of self-

esteem used from preschool through the first grade. In first grade it

was supplemented with an item from a child interview which asked the child

to rate how well he thought he was doing in school. Achievement motivation

was assessed in the preschool years and in first grade with Gumpgookies,

which was supplemented in first grade with an interview item which asked the

child how much he enjoyed school and with teacher ratings of task orientation

on Schaefer's Classroom Behavior Inventory (CBI). Third- grade 'measures of

self-esteem and achievement motivation also were included in order to pro-

vide information on stability of the earlier measures, and results for these

additional measures are provided in Appendix B. Criterion achievement

measures in third grade were the Reading and Math scores from the Coopera-

tive Primary,Tests, and the measure of problem-solving ability was Raven

6

Colored Progressive. Matrices. Caldwell's Preschool Inventory (PSI) was the
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early measure of school-related skills. The three measures used in the

moderator variable analyses were: 1) PSI total score, 2) Latency scores

from the Matching Familiar Figures.Test,_and 3) Cooperation ratings from the

Hess and Shipman Eight-Block Interaction Task. For these analyses the urban.

and rural Head Stait'samples were divided into thirds on the basis of scores

obtained the spring prior to entry into Head Start.

Self-Esteem Results

Major results for the self-esteem mean scores indicated that through

the first grade the self-esteem of nearly all the children in the Head

Start samples and in the comparison samples was uniformly high as measured

by the Brown IDS Self-Concept Referents Test and the item from the School

Perception Interview. Although initially slight urban vs. rural and

race/SES differences were obtained, with rural low-.SES black children

obtaining lower Brown scores, these site and race/SES differences were not

evidence4once these children were enrolled 3n Head Start. This suggests

that preschool, teachers'need not stress programs designed to improve self-

esteem. However, self-esteem scores in third grade were well below ceiling

levels, and there also was evidence for significant race/SES differences,

at least in girls. Thus, teachers in the early elementary grades, espec-

ially-teachers of economically disadvantaged children, should be particularly

aware of their behaviors which may decrease the initially high levels of

children's self-esteem.

It should be noted that the contradictory findings reported in the

. -y
literature regarding race/SES differences in self-esteem (cf. Long; 1969;

Zirkel & Moses, 1971) may reflect the.impact of differences in develop-

mental level and environmental context noted here. IWhile not .comlusive,

73
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. the current results are consistent with previous findings (Calsyn, 1973;

Kifer, 1975) that differences in academic self-esteem develop as a reaction

to school success and failures rather than acting as a cause of. such school

performance. Also, for primary grade children concurrent estimates of self-

esteem were more higfily related to academic achievement (Reading and Math

scores) than to estimates of a more abstract problem-solving (Raven scores>.

Since the child is more likely to be receiving feedback in the classroom on

the skills assessed by the Reading and Math tests than on the reasoning skills

represented by-the Raven, this finding.is consistent with the notion of

academic success acting as a determinant of self-esteem.

Predictive analyses with the Brown generally yielded low correlations

with the third-grade cognitive-perceptual measures, although a number of 0-

the correlations were statistically significant-. -However, in the rural

site correlations froM Year 1 Brown scores to third-grade math scores
4

were relatively substantial, accounting' for about 20% of the variance in

the math scores. For correlations from the Brown scores obtained during

itie Head Start year, there were no statistically significant correlations

for urban boys or rural. girls (and only one for 'rural boys). The highest

correratibn from the Head Startoyear scores accounted forless than 13i of

the'variance in any of the third-grade cognitive - perceptual scores.

For predidtions from Head Start year scores, in the urban sample the

Brown made rto significant contribution to what could have been predicted

from the PSI alone, while in the rural sample, Brown scores added slightly

(though statistically significantly) to predictions of math achievement, scares

for rural boys (Part r = .22). Correlations from the Brown were fairly con-.

sistent over the three levels on each of the moderator variables. It

7 3
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should be noted that even though a score is not predictive of third-grade

achievement it may still provide valuable information. ,Thus, one may

want to know about the self-esteem of preschool children whether or not it
a

predicts later achievement. Because a preschool measure of Self-esteem

failed to improve on predictions may not mean- that "self- esteem is unimpor-

tant for later-achievement, but only that it is already reflected in the

early cognitive measures. Indeed, consistent with earlier findings (Emrick,

1972; Walker et 1973), there were a number of significant correlations

betwt,en.Browp scores and concurrent PSI scores,

Results of the internal analyses of the self-esteem scores indicated

,very little stability over time, perhaps in part as a function of the

restricted range on the preschool measures of, self-esteem and partly due

to true instability in self-perceptions as increasing contact with theeni:Tiron--

ment causes the child to develop a more differentiated, critical perception

of\self.

Achievement Motivation Results

While scores were generally fairly high, there were notable individual

differences bn both self-report (Gumpgookies) and teacher rating 4(Schaefer

Task rientation)measures of academic achievement motivation. Despite

high internal consistency reliability within each year relative rankings

of the children on Gumpgookiesshifted considerably from year to year.,..

A
especially from Year 3 to Year 4 in the urban sites. Teachef ratings of

task orientation (perseverence and concentration) suggested a low to moder-

ate degree of stability in these behaviors from first to,third grade, with
,

girla.generally receiving higher scores than boys. Reporteolschool enjoy-'

ment was high in both first and third grades, especially among childrefi who

had attended Head Start.

8 :J

. .
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Head Start year Gumpgookies stores, espeCially in th e rural site,

added significantly` to pre- dictions from a concurrent- achievement measure

irrespective of the child's level of preacademic skills. Thus, Guipgookies
.

apparently assesses, achievement-related attitudes importantthat are important for /

, _ ..
. I

later- school. achievement but ire not yet.totally reflected,ip concurrent /
s, ,,,

achipvement measures. Since natural. variatiOR _in achilVement motivatio
*

.

as defined by, the Gumpgookies
I.

test (i.e., liking Achool activities, feeling
- %

. -N :.,.-J:' .

..,

positive: about one's self as a learner, expecting to succeed, persevering

in attempts. to succeed, and knowing mechanist=s /tools which will enable one

to succeed) appears to take a subs,tantial independent contribution tol,re-
lc.

4

dictiohs of.acadetic SUCCOSs for children of high and low achievem tt, levels,
o,

preschool programs-designed to develop these attitudes might make-a sub- CA
- ,

. .

stantialAcontribution to the 'child's later success in schOOI.
,

While there were.a number of significant predictions from preschool

d*
Gumpgookies. scores, especially in the rural site, by fiial grade Gumpgookies

.
.

scores were less predictive of later achievement. Thus, there is apparently

/ .

a critical period for the administration of Gumpgookies. Perhaps as children,

get older they are more likely to take timeto think of the socially

desirable,response, and hence give less Valid responses.' This would be

consistent with the apparent ,finding that, At least, in fhe urban sample,

scores weremore valid for children with short response latencidi (as

measured by MFF) than for children whose style was generally to reflect

.on an itc, before answering. ,Another explanation of this "crqical'period"

0
,

is that Gumpgookies is more differentiating during the period when these

o

attitudes are in their,forcativeStage and children are first exposed to

?
,

a major emphasis on school- oriented achievement; thus scores may reflect i.
7

A.

.r.
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also the child's readinas to assvme such motivation. The s ignificant pre-

dictions from kinderg arten year Guthpgbokies scoresin the urban "No' Preschool"

sample is consistent with this interpretation.

Ratings of the, children's task' orientation perseverance and

concentration) by their first-grade teachers also generally correlated
a

relatively highly with third-grade achievement, and significantly added to

_predictidns from Head Start year achievement scores. However, correlations'

-
were not significant for bdys from the urban Head $tart sample orlior girls

from the,rural "Other Preschool" sample. Although theolaCk of prediction

for:Nhite middle-US girls was at least in part:due to their high mean

ratings in both years, for urban Head Start boys it is not known whether

4these differences were caused by Variability over timein the'child'ren

themSelves or by difficulties of their teachers in'identifying thejmportant,

signs of perseverence and concentration in these children. The results fors'-

girls in the urban Head Start sample, however,, were quite striking; with 't

correlations to later achievement in the..50's Viand part correlation s in'

'the .40's. 'thus, preschool programs which develop perseverence and con-.

centration might be expected to enhance subsequent achievemdrit scores of

children in these programs,

Except for children in the rural middleSES sample, in,first grade

girls got significantly higher mean ratings than boys, and in the rural

samples children from the white/middle-SES sample gOt higher ratings than

children from the black/low-SES Head Start sample., (These differences

were maintained in third grade with the miLte=SES sample also evidencing a

significant:sex difference.)..Comparison st scores on the various first-grade

measures of achievement Motivation, in the urban'Head Start 'sample to similar

0

7. '
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scores in the urban "No Preschool" sample. failed to show any advantage for

children who attended Head Start. Of course, individual Head Statt programs

I

may have been very successful in fostering these behaviors. In the rural

site, for example, First grade self-reported school enjoyment-and achieve-
1

( ment motivation were significantly higher for black boys who attended Head

Start than for white middle-SES boys.

While self-reports by low-SES black children in first grade indicated

that they enjoyed, school and had hihh levels of achievement motivation,

these positive attitudes were not reflected in their basic reading and math

skills, or, especially in boys, in task-oriented behaviors as perceived by
P

their teachers. Thus, while developing positive attitudes may be necessary

for school success, it is obviously not sufficient;, teachers also must pro-

vide adequale instruction on the appropriate task-related behaviors. Also,

the school environment must reinforce and sustain such interest and motiva-

tion. Of course, the extent'to which the teachers' perception of low-SES

black children as less task oriented created an expectancy cycle of effects

is unknown.

Other Results

A number of salient results also were noted in the analyses reported

in Appendix B: (I) Correlations. between the measures of self-esteem and

achievement motivation indicated that these two constructs are related,

but also assess somewhat different aspects of affective and social func-

tioning.- Early measures of self-esteem and achievement motivation showed

low positive correlations, but fhere was little consistent patterning of the

results over years; in Year 6 selfteport measures of self-esteem and

achievement motivation did show a moderate degree of relationship, with

,

a
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teacher ratings of task orientation also xela ted to self-reports of self-

esteem. (2) While there was sufficient overlap among multiple measures of

the lame construct to imply some convergent validity, each instrument also

was measuring something anique. (3) Predictive validities for the cognitive-

perceptual measures differed significantly across the various subgroups.

Correlations with third-grade perfoimance were consistently higher in the

rucral white/middle-SES samples. Predictions for boys in the urban Head

tart sample indicated that preschool achievement test scores for these

/ children were essentially worthless in predicting third-grade achievement..

Similarly, first-grade achievement scores 111 this sample were not significant

predictors of later achievement. Of all of the achievement tests for the

urban boys considered' during the age period three-and-a-half to seven, the

only one to account for more than 9% of the variance in the third-grade

achievement scores was the kindergarten year Metropolitan Readiness'Test.

In contrast,'predictibns to third-grade achievement for girls in the urban

Head St3ri sample across this same time period were equally high across the

various achievement measures. Clearly, it is important to'df'ermine pre-

dictive validities separately for various sex and race/SES cl%ssifications
ty.

and not to assume that validity in one sample implies validity in another.

(4)'The race/SES differences in stability coefficients obtained for the

Task Orientation scores may reflect less change in child behaviors in school

for the lcw-SES group? or less sensitivity in teachers in perceiving differ-

ences in children of a different status level than themselves, accompanied

by greater consensus in the variables teachers use to make t.ieir judgments

of low-income black children. (5) Scores on the Coopersmith Self-Esteem

8,1
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Inventory (CSEI) were generally more highly related to concurrent achieve-

ment scores than were-scores on the Self-Concept Referents Test. This may
wk

reflect the larger number of school-related items in the CSEI, and is con-

sistent with previous findings (Calsyn, 1973) of higher correlations to

academic achievement from measures more specifically related to-academic

self - esteem. than from measures of general self-esteem.

Implications of Results for Evaluation of Preschool and Elementary Programs

In addition to the program implications akeeady discussed, the present

findings have several implications for the design of studies attempting to

0

evaluate preschool and primary grade programs, First, the general low

stability found for measures of self- esteem and achievement motivation

investigated in this study and their different patterns of correlations

across years suggest that these behaviors are undergoing considerable

developmental change during this period. Thus, these measures do not lend

themselves. to a pre-poSt design which assumes constancy of meaning in the

variable being assessed at both points in.time. Also, designs which assume

linear growth are likely to be inappropriate for assessing social and
,

emotional. functioning. Present and earlier study,tindingS°(Emmerich, 1971)

suggest curvilinear developmental growth patterns for some affective and

social behaviors. Thus the same behavior may have a different evaluative

meaning, and consequently different correlations, at different. points in

time. Since feelings of self-esteem are very high during the preschool

period, one would not expect increased scores with program participation.

Instead, with increased maturity and cognitive growth', -plus exposure to

more situations and "significant others," one would expect a more differ-
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entiated self perception. This developmental sequence would result in

slightly lower scores.

In'addition, inappiopriate, misleading, or at the least, less informa-

tive data are likely tobe obtained when one assumes a unitary trait is

;:being assessed. The differential predictive validity obtained for a measure

of academic self-concept'vs. a more general measure of self-esteem and, the

low internal consistencies obtained in the present study for measures of ..

self-esteem suggest the need for more fine-grained assessment in these

areas. The present analyses suggested that the Brown IDS Self-Concept

Referents Test might be more useful if items were added enabling several

homogeneous item clusters to be formed which would permit one tocassess

status and change in one's attitudes about particular program goal-relevant

aspects of ones self. While the Brown in its present form may be of some

use in identifying those exceptional preschool children for Nhom

esteem is low, it is not recommended as a measure of reliable' individual

differences on a stable trait known as "self-esteem."

The findings also indicate the need for analyses to beperformed,

separately by sex within subgroups since different patterns of relation-

ship for these groups were,obtaihed. In/oddition,the number of significant

differences 'found between the urban.and rural samples in the current analyses

suggests the importance of considering environmental:Characteristics that
6

may uniquely influence results in a particular sample. Also implietkby

the present findings is the necessity for obtaining follON-up information

at various points in time. Short-term impacts of preschool programs may

be observed in different levels of achieVement motivation and task,orienta-'

tion upon entering grade school; however,"stademic skills media,ted.by these

83
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behaviors may not be evident until later grades. This seems particularly

true for low-income children and especially so for boys.

Achievement motivation,,per8istence, and concentration are strong

candidates for criterion measures in evaluations of preschool programs

attempting to facilitate the child's school adaptation, given their sub--

stantial contribution to predicting third-grade success in reading and math.

The finding that predicttoris to a less school-oriented measure of problem-

solving ability were not as high suggests that programs designed to improve

achieve nt motivation not be evaluated with such measureL.

The differential predicative validity of preschooi achievement measures

obtained for estaatinglovISES and middle -ES children's ability to acquire

basic academic'skills and the questionable validity of group-administered

first-grade reading achievement tests (specifically, the Cooperative Primary

Reading Test) found for luw-SES children, particularly urban black boys,

strongly suggest considerable caution in attempts at early identification

and classification for children similar to those in thil sample.

Implications of Results for-Future Research

As'iddicated above, the present findings should contribute to( u

knowledge of assessment in early childhood by providing informatir,on
o

1) the dew pment of affective, social, cognitive,-and perceptual processes;

2) the pattern 'of their interrelationships; and 3) Ch'.aracteristi

ular measurement techniques for children of similar ba'kground c

The present study highlights, howeVer, the need for more intensi

these interrelationships in children of. varying charac eristics.
%

of the results in this report were not predicted ap'arent tr

f partic-

aracteristics. Alr

e study of

Since many

nds Were/
:c1

O
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noted even though they were not statistically significant, further studies

are needed to identify which results are replicable and which represent

chance findings or findirigs which are not generalizable to other populations.

Further analyses also are needed to explore a number of specific issues.

For example, the apparently stronger association of achievement motivation

to math performance. than to reading performance needs to be explored. It

may be that this relationship is found because math is less intrinsically

motivating, instructJon in math is less individualized,,,and/or a greater

complexity of skills of necessary prior learning is involved in reading,

thus leading to more reliance on cognitive-perceptual abilities and pre-
,

viously acquired skills. Or, ,it may be something unique to the particular

achievement measures used in this study. Since it is known that Head Start

is not a homogeneous treatment, further analyses of the data on the Head

Start samples should be particularly valuable'in identifying components of

specific programs that contribute to the maintenance of sllf-esteem and

development of achievement motivation.

Furthet study is needed to understand the development of those sex

differences found so as to plan more effectively how to enhance positive

effects and lessen the interference of negative ones. In particular, further',

analysis is needed to explain the general'finding that the difference in task-
.

orientation ratings for boys and girls increases with time in school, with

girls adapting more readily to the school setting. Moreover,,for girls,

.

their early interest is sustained in the primary grades and is reflected in

their acquisition of basic school skillso. BOys may be more susceptible to

environmental influences and/or mmy be exposed to greater variation in their,
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school experience. The data supported the generalTkndings that affective

and social variables have a somewhat greater independent influence on

school performance for boys. Consistent with previous findings, urban

black boys in this sample appeared to experience the most disruption on

entry into grade school. Particular attention needs to be given to delin-

eating the critical variables involved.

Further exploration (e.g., the relationship to Head Start enrollment,

age of entry into school, and early grade school experiences) is needed also

of the finding that urban-rural differences in both self-esteem and cognitive

skills of black children in the present sample were diminished in he year

following Head Start attendance in Lee County, although such differences

reappeared with longer attendance in grade school. A related finding needing

further study is the general drop-off in prediction ,obtained when children

were in first grade.

We are currently in die midst of air, intensive case history study of

those black He ti Stare-eligible Longitudinal-Study childien who 1) obtained

particularly high or low third-grade Math or Reading test scores'or 2) de-

viated most from estimates of third-grade academic achievement as predicted

by performance on the Preschool ihventory at age four. These data should

provide important clues to understanding the present findings by'delineating

relevant variables so as °to understand individual differences, psycho-

logically defined, rather than static group differences.. Thus age or sex

becomes significant only insofar as we understand the associated variables

that help explain partiCvlar interactions such as those embodied in the

classroom teacher's differential use of praise and blame. Similarly,

socioeconomic status is important t_o the extent that we delineate the

8



-85--

component variables associated with the term and use them as individual

predictors within socioeconomic. levels. Moreover, further insight should

be provided on the nature of the child's home and school environment and

their interactive effects upon the child's self-esteem, achieirement moti-

vation and academic success.

Conclusions

As the present findings indicatei, affective and social behaviors interact

in the acquisition and performance of cognitive skills. Assignment. of tasks

to the "cognitive" domain, however, does not imply they are independent of

motivation. For the young child especially, one cannot completely separate

intellective and non-intellective factors.' Specifically, motivational factors

A
cannot be separated from the learning process. In previous analyses of the

test data gathered when study 'children were four years old, measures of per-

sistence and cooperation loaded on the general ability dimension,,Although

4
there was prgbably insufficiedt sampling §f such behaviors in the test battery

to produce Iactors in the affective domain, the affective domain may not be

highly differentiated at this age, particularly to, the extent that such

behaviors are mediated by cognitive growth. In the prevent analyses those

preschool-age children who had higher.PSI scores also reported greater self--

esteem and achievement motivation and were rated as more attentive and °.

cooperative in the mother-child interaction session,observed earlier.

Similarly, data obtained in Year 6 from the Coopersmith Self-Esteem__

Inventory also suggested interaction among positive attitudes in the school

setting, task orientation and academic achievement.

The present findings suggest, moreover, that the encouragement of

certain affective and social,behaviors, that is, #chievement motivation,
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persistence, and concentration during the preschool years, may act to facil-

itate the child's acquisition of the basic academic skills of reading and

mathematics. It is particularly noteworthy that regardless of whether the

child's general problem-solving ability is increased, He can succeed in
\,t

0

acquiring these skills. Also, within a broad Ira* of entering cognitive

skills, these social and emotional skills can contribute substantially to

cognitive and peiceptual growth id school. _However, the generally positive

achievemedt attitudes of children irOthese black/low gES populations were

often not evidenced in observable task-oriented behaviors or in actual

achievement scores, suggesting.the need for additional efforts in the

primary grades to ensure that positive attitudes are reinforced, sustained,

and translated into facilitating behaviors: Indeed, despite the positive

. - . .

attitudes noted: in the current samples, the faMiliar "fan spread" phenomenon

Was evident, with black/low-SAS children'falling prbgressively further

behind Whitelmiddie-,SES, children.

Although'a few possible differential trends were noted, in general the

predictions were fairly consistent across,,different levels of the children's

cognitive ability,nrespodse tempo, and cooperation assessed prior to entry

into Head Start. The potentially moderating influence of specific preschool
o

programs, however, should be explored in future analyses. Thus, comparisons

of the urban Head Start and "No PreschOol" sample§ in the-current report

ti

should be made particularly cautiously, not only because of the small size

of the "No Preschool" sample, but also because the curxent,analyses could not

,identify differentially effective preschool programs.

Replication of- the major-correlational findings across site, race, SES,

-
and preschool attendance categories provided evidence for the stability of

t
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relationships across c441dren with very different background characteristics.

A number of race/SES differences in both-mean levels and correlational. patterns

were observed, however, particularly the-difficulty in making predictions

from cognitive measures in'the sample of urban boys. However, it is perhaps.

.More important to note the range of response.evidenced.within the black/

low-SES samples. The substantial variation within this population on measures

of achievement motivation and cognitive-perceptual performance; even within

sex and geographic categories, demonstrates the folly of considering low-

income black children as a homogeneous group.

The current analyses provided'some hint as to the vast complexity in

the relationship among affective, social and cognitive processes. 'Theie

is a strong need for further analyses of these data as well as future

replication efforts in order to more clearly define those complex. processes

affecting the present findings.

92-
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APPENDIX.A.

Child Test Batteries

C

Years 1, 2,.3, 4 and 6

o
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Day 1.

Year 1 - Testing Sequence

Lee County, 'Portland, And Trenton

Moth.er:Child Interaction tasks:

Toy Sorting
* *Eight-Block Sorting

Etch-A--Sketch

I.,

Motor Inhibition Test
ETS Matched Pictures I

Battery A Estimated Time (in minutes)

*Preschool Inventory (Caldwell)
Vigor I (Running)

20

5

Spontaneous Numetical-CorrespOndence,, 5

Massad Mimicry Test 10

Rest-Play 10

TAMA General Knowledge, Test I 10

Risk-Taking 20

Picture Completion'(WPPSI) 5

Battery B

Sigel Object Categorizing Test 25.

Misthel TeChnique 5

John Hopkins Perceptual Test 15

Open Field Test ,
10

ETS Story Sequence Test I 20

Seguin'Form Board 5

.*Matching Familiar Figures Test 15

Battery C

Fixation
.

'

20

Vigor 2 (Crank-turning) 5 *
'Brown IDS Self-Concept Referentp, Tes't '.*10

Preschool Embedded Figures Test 15

Resti:Play- 10

ChiIdienls Auditory Discrimination Inventory 15

Peabody Picture Vocabulary Test 15

Boy -Girl Identity Task 5

Enumeration I 5

O

a

O
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Year 2.- Testing Sequence

Portlana andTrenton

Battery A Est. Time (In Minutes)

No measures included in present report.

a
Battery B

t

Sigel Object Categorizing Test 20

Vigor 2 (Crank-turning) - 5

Fixation Time :. 20

Naming Category Instances 15

Rest-play t, (5)
Peabody Picture Voc. Test, ETS Adaptation, Forms A & B 20

Spontaneoug Numerical Correspondence 5

*Gumpgookies 25 .

Seguin Form Board 5
*Brown. IDS Self-Concept Referents Test (Self. and Teacher) 15

,

Battery C

10

.20

5

TAMA General Knowledge Test II
*Preschool InVent9ry (Caldwell)

Form Reproduction .

-Mischel Technique ° 2

Johns Hopkins Perceptual Test 15
ETS Matched Pictures II 10

Open Field Te.tt - (10)

Relevant Redundant Cue ConCept Acquisition Task 15
Social Schemata 15
Matching Familiar Figures Test , 15

Enumeration II 5

SpatiaLEgocpntripm Task .15

Battery A

No measures induced in present report.

Battery B

R4

Lee County

Peabody Picture' Vocabulary Test, ETS
-Adaptation, Forms A and B
*Brown IDS Self-Concept Referent Test (Self only)

Est. Time(In.mindtes)

20
10

Battery C

*Preschool Inventory (Caldwell) 20
Johns Hopkins Perceptual Test 15
.ETS Matdhed Pictures Language CoMPrehension Test II 10
*Matthing Familiar. Figures Test 15
Enumeration,Taok II 5

* Measure included in present report.

98
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Battery B

BatteryT
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Year 3 - Testing Sequence

Lee County

Nb measures included in present report.

Est. Time In minutta

0 1

ETS Matched Pictures II
. -

5
.

Block Design (WPPSI) 10

Sigel Categorizing Test 17

Boy -Girl Identity Tfsk
.f

5
(Rest) (5)

Massad Mimicry Test II (Revised)
*

,. 15

Vigor 2 (Revised) .

5

ETS Story Sequence Mgt III 12

*Browni,IDS Self-Concept Referents Test (Self and Teacher) 15

Test Situation Ratings

Spontaneous Numeribal Correspondence
and Conservation

*Preschool Inventory (Caldwell)
Form Reprodu4ion Task
Locus of Control Picture Story Test
(Rest)
Matching FaMiliar Figures Test II
Social Schemata
q3i.C.tUre Completion Test (WPPSI)
Auditory Discrimination Test (Wepman)
ETS Enumeration Task III
Risk-taking 2
Test Situation Ratings

Portland and Trenton. 4

ar

10

20
5

10

(5)
10
5

5

8

10
3

Test Battery
Est. Time (In minutes)

ETS Matched Pictures Language Comprehension

Task II 0 5

Preschool Embedded Figures Test 17
is.

Boy-Girl Identity Task ,

4

MatchIng Familiar\Figures Test II 10

Sigel Categoiizing Test
15

Motor Inhibition Test (Revised) 1 0

ETS Story Sequence Test III
12

ETS Enumeration Task III
10 .

*Brown IDS Self-Concept Referents Test (Self and Teacher) 12
'N

Teat Situation Ratings

43

* Measure included in present report.
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Year 4 - Testing Sequence ,

Lee County and Portland

o

Battery A

*Raven Colored Progressive Matrices
Naming Category Instances

*Gumpgooiies
Sticker Task (House)
(Rest)

ETS Spatial Egocentrism. Task III
Children's Embedded Figures'Test
Motor Inhibition Test (Revised)

Battery B

Battery C

ETS Test of Linguistic Structures
Block Design (WISC)
Sticker Task .(Tree 1)

Sigel Categorizing Test
Boy-Girl Identity Task.
(Rest)

Massad Mimicry Test II (Revised)
Auditory-Visual Integration
*School Perception Interview
Stickei Task (Tree 2)

.

Est.' Time (In minutes)

4.13

15

14

(5)

12

15

5

12

9

8

15

4

(5)

12

8

12

8

Spontaneous Numerical Correspondence
and Conservation 10

Stanford Memory Test_ / 8

Bender- Gesta't Test 10
Locus of Control Picture Story Test 10
(Rest)

u
(5)

,

Matching Familiar Figures Test III .
.

9

Social Schemata , -5

Picture Completion Test (WISC) 7

Auditory Discrimination (Wepman) 8

*Bros IDS Self-Concept Referents Test (Self and Teacher) 15

Note. Test Situation Ratings .also were obtained for each battery.

Measure.included in present i.eport.

100
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Year 4 - Testing Sequence

Trenton
nw

:"6

Test Battery Est. Time (In minutes)

Children's Embedded Figures Test 15.

Boy-Girl Identity Task 4

Matching Familiar Figures Test 9)

Sigel Categorizing Test 12

Motor Inhibition Test (Revised) .4
*Raven Colored Progressive Matrices 13

*School Perception Interview 12

Naming Category. Instances 12

*Wrown IDS. Self-Concept Referents Test.(Self and Teacher) 15

Test Situation Ratings
t

* MeasUre includad in .pre ent report.

10.x.

4
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Year 6 - Testing Sequence

Lee County, Portland, and Trenton

Battery A Est. Time (In minutes)
4).11

.ETS Spatial Egocentrism Task 10
Block Design (WISC) 9

Digit Spar} ,(WISC) 5
Sticker Task I (Revised) 5

Sigel Categorizing Test 12
Motor Inhibition Test 4
What Can You Use It For? 4i

10
Picture Completion Test (WISC) 7

*School Perception Interview 12 .
Chlldren's Embedded Figures Test 15
Story Sequivice Test TV 10
Sticker Task 11 (Revised) 5

Battery B

*Raven Colored Progressive Matrices 13
Naming Category Instances II 12
Bender- Gestalt Test ' 10
Stanford Memory Test - Short.Term Series 8
Locus of Control Picture Story Test 10
Stanford,Memory Test - Delay Series- ' 4
Matching Familiar Figures Test IV 9'

' What Could It Be? 210
, .

Auditory-Visual Integration Test 8
*Self-Concgpt Referents Tes :(Self and 13

Note. Test Situation Ratings also were obtained:by task end battery.

*Measure included in present report.
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Results,of Internal and Within-Domain Analyses

In this chapter'the fitdings'within theaffective, social, and cognitiver

- ..

perceptual domains are presented. the characteristiceof the various

measures of each,construct in the affective and social domains,are described,

including information on their internal consistency, stability over time, and

distributional properties. Whetc.approPriatl-whrief nontechnical, summary -.1
V a.

v 4 g *11

ofkey findings.precedes the, wore detailed anglyses of the measures for each.
..

.
.

construct.' Following the analysis of the indAvldual instruments, the relar
,,N

0 :

.4.

tionships among the vaitons measures of each conStrnc:04"re4entid. Then,.

the relationship anjoag the measures from the various'areas of the affective-

social domain is described. Findings for the cbgnitiverperceptual domain

are then presented in a similar fashion.

Characteristics of the Measures of Self-Esteem

Self-esteem scores during the age period four to seven were uniformly

high, although by age 8 1/2 to 9 substantial variation was evident. Stability,

of.the scores from year to year was generally very low; this was bfdoubtedly

partly due to the restricted .range of the early scores, but also m indicate

that early self-esteem is very susceptible to subsequent environmental,

A

influences.

Brown IDS Self- Concept Referents Test (and ETS Revision). Consistent

with previous findings (Brown, 1966; Walker, et al 1973), chlldret inboth

the larger Longitudinal Study sample and the current sample

o

tendency to select the socially desirable attribute so that the scores had.

had a strong

. .

a strongly negative Skew with mean adjusted scores of over 797.4for all sub-

. groups in Years i and, 3, and mean total scores greater than.12 (out of

14) in Year 4. For additional evidence of this tendency to pick the socially.

L*
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desirable alternative, the koportion of children In each ,subgtoup selecting

the keyed alteruative for each it'em was inspected. In Year 2 most of these

proportions were in the .80's and .90's, with a low of .58 over all items
, .-.

.

in all subgrolpp: In Years 3, and 4 this tendency became even more pro-

/ . .

flounced, with nearly all proportions. in the .90's, except for Item 5 on

which the keyed alternative was selected by a little more than half the

children in Year i and by less thafl,halg of the children In. Year 4. IteM 5

.asks) "Does (child's name) lake to talk lot or doesn't. he (s e) like to-

.talk a lot?" Liking to talk is scored a the choice representing pogitive.

self-esteem. But,while talking may.beien uraged in preschool, the child

-

probably perceives that it is not considered socially desirable in the

--,grade school setting where the testingLtook pface. By Year 6, most children

were choosing an intermediate alternative for the "like;, to talk" item.with
4

the mean falling between "pretty much" and "a little'bit."

Table B1 presents correlations among the "self" and "other".referent

scores along with means and standard deviations for each score'and across-

year stability coefficients. Sinte Head Stait was a kindergarten-level

program in the rural-site,mogt children in that site were.not enrolled in
'

. ' :
. :

preschool programs in, Year 2, andihende wefe not asked the teadker-referent

. ., <

items; in the urban sites n is reduced because.only'children actually in

,
preschool classes were asked the teacter-referent'items.

As is suggested by the means presented in: Table B1,.the Year -6 scores

did not have -the ceiling problems of the eahier.bipolar Brawl% scale.

,

Indeed, the means weredloser, to the midpoint'of'the scale (35) than to its'
,..

. , , , .\

maximum value of 56. qtAs unclear whether this less skewed distribution
/P 7.,

reflects a more 4ifferentiated, critical view of self with,indreasecl maturity

103.
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4.,
or,whether it is due solely to the change in test format. The latter

explanationseems at least partially valid,for Year 4 to Year 6 ftnpar-

isons' since, as was indicated earlier, a number, of childrenn i Year 4
D

indicated a desire to qualify a response to one of the bipolar extremes.

Coefficient alpha reliabilities within self- referent and teacher'(br

I

,

mother)-referent scales, generally ranged from the mid .40's to the mid ,60'

with no indication of systematic changes across years. -However, teacher (of

mother) - referent alphas consistently were slightly higher than self-referent

alphas. This may indicate Opt the children's. self-concept was more differ.-
c

entiated than their perception of low others perceived them, or it may ply

indicate increasing Consistency with practice since the teacher (or mother)-
7

referent items were always administered after the self-referent items: In

future research this ordering effect could be counterbalanced, although it

o

might add to the complexity of the,task and reduced alidity of.the self-

4

re,terent score for the child to-rospond.first as be perCeives someone else

thinks. Responses to, the "other" referent items also may.te'flect the childt°

perception of the other''S/generalregard.for him, thus contributing to a,

more consistent report,

Considering the generally low internal consistency of the scales, the.

correlations within each.year between self-referent andteaCher (or mother)-

referent scores were'quite high, This suggests that children either perceive

themselves as they think their teacher (or.mother) does, or that they simply
F

cannoticomOrehend the distinction but,answPr, anyway. In Year 6, as in prior '

.

years, tirban'Vs. rdral dilferences"pn the Year 6 Self-Concept scores were
. . I

slight, as were the race/SES differences between boy in the two rural"

e

ft

1 0



.
samples. However,,white/middle-SES girls-in' therural site scored sgnif-

'icantly higher than the lower-SES black girli in the Head Start sample'

(t = 3.10, df = 105, ILK,,01). The Oneral cross -year stability. of the

self-concept scores must be considered quite low, with few correlations

greater than .'4O, and many even falling-short of statistical significance.

Note, for, example,no more than .three Of the eight subgroups showed Signif-'

icant correlations across a one-year interval for any of the self-referent

scores, and there was no stable pattern for any subgroup.°

The instability of self7esteem scores in this age range cannot neces-

.; , .

sarily be taken as evidence of poor test validity since self-esteem itself
tl,

y

may be
..
very unstable in the early years. Furthermore, with the.extreme,skew,

,..
.

in the scores a change in response to just a fe items could move a child 4/,

from thf! top of the distribution to the ,bottom or trice versa, leading to *a
.

_

low cross7yL:r stability coefficient.. However, by2other criteria 'thescoret
,2

..

.

,

could be considered quite stable (i.e.., scores were stable because nearly all

children got very high sco::es across Years 1 through 4)., This .atability of

group respOnses at a high level may be much more important than the instability
.

of. relative position .iidng children whiJ'are essentially ill high-scorers. The

low stability coefficiene. does indicate,'however, that the Brown (and pe'rhaPs,

other preschool measures of self-regard concerning diverse aspects of self)
, .

should not be used as ar measure of individual diffel-encta on 'o! stable:trait

known as "self-esteet."

0

Ick21LERLeaticlllitt=±ttm21. As is elzident'in Table B2, the
0 ,

Aistrib4ion of, scores on this item in both Years 4 and 6 also Waa,strongly'

negatively skewed, with means apprOaching the maximum value of Scores

were slightly<less extreme in YSer 6: Children it subgroups indicated

108
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that they were doing well in their school work. None of the cross-year

stability coefficients were significant, but, as with .the Brown, the fact

that the relative ordering of the children varies from year to year is
O

probably less significant than the high overall level of-Self-appraisal

4,
in both years.

Coopersinith Self-Esteem Inventory (CSEI). Means and.standard devia-

tions for the CSEI are presented in Table B2. -Stores for the present

sample approximated a normal distribution, indicating that scores on a

two - alternative self- esteem measure need not be highly skewed. Alpha reli-

abilities in the ..70's to loW .80's indicated that_this'was a relatively
. .

homogeneous scale. -The middle-SES white children in the rural "Other

Preschool" sample tendedto have higher scores than children in the rural

Head S, art sample; this was true both for boys (t;= 2.09, df = 93, /14(.05),

and' for` girls 4t.7 2.94, df 7.874 2<.01). Thus, at least for 8 1/2- to

9-year-old girls, race/SES differences were found on'both the Self-Concept

Referents Test and on the $EI. Although boys tended to'have 1oWer mean-

scores, no significant sex differences'Within samples were obtained.
,

Interrelationships of.Measures of Self- Esteem

Correlations among the measures of sell;-esteemoare presented in

Table B. Given the uniformly high,estimates of self-esteemOn most of the

measures and their low stabilities across years, it is not surprising that-,

their "intercorrelations wer generally low:. 'The similar pattern of`.corre-

lations for the self- and mother-referent.scores provides additional evidence

that the distinction between these two scores may not ;be a meaningful one..
..P

Despite the skewed distribution, Year 6 Scleol Perception.Item 21 scores

1l.0

t.

-4.
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were significantly related to Year 6 Self- and/or Mother7Referent.scores

for all groups except urban Head Start males. The measures for which an

. -

approximately normal distribution of-Seores was obtained, Year 6 Self- or
---

Mother-Referent and,Year 6 CSEI, were significantly correlated in all

groups except girls in the Lure]. Head_Start sample. However, the moderate

size Of the correlations indicates that the measures are related but are

not totally rAundant.

Characteristics of the Measures of Achievement Motivation

Whilt scores were generally fairly.high, there were notable individual,

'differences on both self-report (Gumpgookies`) and teacher rating (Schaefer

Task Orientation) measures of academic achievement motivation. Despite,

high internal consistency reliability within each year, relative rankings

of the children on .Gumpgookies shifted considerably from year to year,

especially from Year 3 to Year 4 ±n the urban sites. Teacherratings'of

'task orientation (perseverence and concentration)_suggested a low to moder-

atedegree of stability in these behaviors from firSt to third grade, with

girls generally receiVpi higher scores than boys. Reported school enjoy-

ment was high in both first and thirdr,grades, especially' among children wfib

had attended Head Start.

Gumpgookies: Consistent with previous findings (Adkina& Ballif, 1970),

Gumpgookies raw scores had a negative skew, with means of 52-57cout of 75 in

Years 2 and 3,,and 50-54 out of 60 in Year 4., However, while skewed, the

scores did not exhibit the serious ceiling'effects of, the Brown IDS.Self-

Concept Referents Test. As described,in the main text, for correlational

Analyses the scores were normalized with the mean set at'50 and the standard

deviation at 10. Means, standard deviations, and stability coefficients for
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the various subgroups are reported in Table B3. Note that Year 2Cump.,,

gookies was.not administered in Lee County, and in Year ,3 it was group .

admini ?tered only in target classrooms., The Year 2 to 3 stability co7-.-

efficiente were significant for boys' onlyi while the Year Ito:4 stability

coefficients were significant onlyfor rural boys; the Year 2 to 4 coi

efficients were, not significant for boy girls;' The stability coeffic7

ients were generally low,considering the high within-year internal con-.

sistency of Gumpgookies _(alphas in the .80's to .90' .* Sine&little

Table B3

Means, Standard Deviations, and Stability Coefficients

for Gumpgookies

Measure

Minimum- .

n M SD Year 2: Year 3

Year 2 UHSB 70 52.70 10.87

Gumpgookies UHSG 65 52.29. 9.89

(2G) UNB 21 52:38 10.74

UNG '24 55.21 9.08

.

Year 3 UHSB 38 56:85 10.56 37

Gumpgookies UHSG 37 54.42 11.35 21

(2G) UNB 18 59.74 7.89 --

T)NG 18 62.11 6.14

RHSB 74 53.73 11.14

RHSG 61 56.28, 10.48

Year 4 UHSB 43 49.89 9.00 , 19 11

Gumpgookies UHSG 44 52.93 6.70 -23n. 17

(4G) UNB 21 50.42 10.68

UNG 25, 54.50 4.10 ..-

RHSB 74 53.32 5.29 -- "56

RHSG 60 54.34- .5.13 23

RPB , 40 50.00 7.65

RPG 34 52.91 6.24
.( P

0 .

Note, Decimal points omitted. Underlined entries significant beyond
the ..05 level,:two-tailed.

12
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variance is shared across years, the pattern of intercorrelations of

Gumpgookies with other variables could be quite,, different each year,

pOssiblyindicating developmental changes'in the meaning of achievement

motivation during early childhood.

Schaefer:Task"Orientation. Means, standard deviations, and stability-
,

coefficients for this score are presented in Table B4. Mean scores, while

generally toward the high end of the scale,. were sufficiently below the

maximum possible score of'25 to provide adequate measurement. Although

Year 6 mean ratings for white/middle-BBB girls were-higher, ratings for

rthe other subgroups were lower (except for rural Head Start boyi Which

remained at the same relatively low-level), suggesting either a decline.

in the children's task. orientation or the application of'stricter standatds

by teachers in the higher grade level. Unlike first grade where there was

a race /SES difference only for boys, in third grade the difference was

present also for girls (t = 4.59, df = 91, 2<.01).. Again black'giris

,..

were rated higher tan boys,in the urban and rural sites. .In Year 6 a

signtficant sex difference for the white /middle -SES LeeCounty sample also

emerged (t = 3.37, df =.69, It( .01). Earlier Longitudinal Studyjindings"

*(Emmerich, 1971) indicated similar sex differences in observer
8

ratings Of
t

free play behavior in urban preschool claises.

Stability coefficients for all except the white/middle-SES subgroups

were reasonably high considering that different teachers at a more advanced

grade level might after a_period of two and a half years be exposed to

quite different child behaviors. Combining overall'subgrouPs in the
NI

current Sample the stability of the Task Orientation score was about ..40.
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Table B4

Correlations Among Measures of Achievement Motiirations

. Min
n

SD

tear 4 UHSB 46 16.23, 5.67

Schaefer UHSG ' 43 18.67 5.52

Task RHSB 74 14.88 6.58

Orientation RHSG '59 18.48 5.63

(4S-TO) UNB 22 18.65 5.26

UNG 24 20.41 5.02

RPB 34 20.77 4.95

RPG 34 20.65 5.22

Year 6 UHSB 46 13.29 5.24

Schaefer UHSG 44 15.85 6.15

Task RHSB 71 14.92 5.97

'Orientation RHSG 60 17.77 6.31

(6S-TO) 4,UNB 21 14.79 5.75

UNG 24 18.34 6.28

RPB 38 . 19.07 4.84

RPG 33 22.38 3.38

Year 4 UHSB 46 2.61 .71

School UHSG 44 2.59 .75

Perception' RHSB 72 2.36 .84

Item 1 RHSG 59 2.49 .83

(4SP-4) UNB 21 2.74 .62

.10c 23 2.70 .64

RPB 38 '1.95 .92

RPG 32 2.21 .93

Year 6-- UHSB 42 3.37 .88

Schoql UHSG 43 3.32 .87

Perception RHSB 65 3.61 .74

Iteml RHSG 63 3.58 .77

(6SP-1) UNB 20 3.64 .76

UNG 22 3.47 .80

yR.PB 11 2,84 .81

RPG 31 3.15 .87

2G - 3G

14 16

18 19

-- 30

33

--

27

05

-05
--

27

57

-11
-06

03

13

13

16
42 ..

, 21

-17
21
23

07 08

30 .24

12
05

-16

4G
4S .

TO -

6S

TO
4SP
1

02
-30
18

13

04

-08 -

24

21

20 28

-11 52

12 30
,37

32 33

06 . 42
-10
13' 00

30 09 19

04 '17 04

29 05 19

22 -03' , 26

01 -08 16

-1317 22 08

17 -01 '12

18 . 49 20

08 -08 -11 -07

-16 04 21 -Og

10 08 18 40

11 33 15 36

10 21 36 -19

24 - 12 411 02

-03 :706* 50 15

-0 -22 .. 131 -08

Note, Decimal points omitted. .
Underlined entriaS.significant beyond the .05 .

level, two-tailed.
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On a different version of the CBI Schaefer (19 found a stability of .52

for the Task Orientation score. For the white/mlAale-SEt subgroups, however,

scores in Years 4 and 6 were not significantly correlated. This is in part

due, at least for white/middle-SES girls, to the high mean level and lowNvari-
,

ationin Year 6 'ratings. These differences in stability coefficients by race

SES also may reflect less change in child behaviors in school for the low-SES

group or less sensitivity in teachers to perceiving differences in children of

a different status level than themselves accompanied by greater consensus in the

Variables teachers use to make their judgments of low-income black children..

School Perception Interview--Item 1. Means, standard deviations and

stability coefficients for this item also are presented in Table B4. Recall:,

that in Year 4 a 3-point scale was used, while a4-point scale was used in

,
'Year 6, thus the apparent increase in means is simply an artifacte In both

years scores were negatively skewed, indicating generally positive expressed

attitudes toward school. In Year 6, in Lee County black/low-SES boys again

indicated they liked school better than did white/middle-6E'S boys. (t = 4.48,

df = 94, ja<.01), and the same pattern was true,pf girls in Lee County

.(t = 2.34, df = 92, ItK.05), This may signify greater school enjoyment by

black children or that white children simply felt more comfortable eXpressins
o

dissatisfaction to an adult tester at school The.cross,-yearl-stability
ik

6

coefficientS were. significant only for children in the rural Head. Start

sample, but as noted previously, stability coefficients may lack meaning for

such skewed distributions.

InterrelationshipsAmong Measures of Achievement Motivation

The across-year shift in meaning of Gumpgookies scores is suggested in

Table B4. There was no significant positive correlation between Year 4
y.

1
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Gumpgookies and either Year 4 or Year 6 Task Orientation ratings in any

of the eight subgroups. Whatever it was that Year 4 Gumpgookies was

measuring, it was not related to teacher judgments of task orientation,

While there were scattered significant correlations, reported school enjoy-

went (School Perception Interview--Item 1) in Years 4 and 6 was generally

unrelated td the other measures of achievement motivation.

Relationships Among Measures of Self-Esteem and Achievement Motivation

Correlations between the measures of self-esteeMand achieVement- "

Motivation are presented in Table B5. Due to the ceiling problems With the

Brown scores for Years 1 through 4 and the similar ceiling problem with

both items from the School Perception Interview, it was not surprising to

find generally low-correlations for.comparisons that included these

measures. An exception to this generaliZStion was the relationship of the

Year 2 Self-Referent score to Year 2 Gumpgookies responses and-the relation-

ship of the Year 6 Mother-Referent Self- Esteem score to responses to the --

Year 6 school enjoyment.item (School Perception Interview--Item 1), with

significant correlations in three out of the four and five out of the eight

subgroups, respectively. However, response to Item 1 w. s not related to

the Coopersmith Self-Esteem_inventory (CSEI) scores. Performance, on the

CSEI was significantly'related to the Year 6' Schaefer Task Orientation
o

4 .

ratings, although there was some variation in the pattern of relationships
._...

across subgroups. While there were anumber of significant correlations

with Gumpgookies withiAtand,across years, there was little,consistenr

patterning in the results. Ingeneral, then, there was an indication that

at least within Year 6, self-report measures of self-elteem and achievement

motivation show ..a moderate degree of relationship, with teacher ratings of

task orientation also related to self-repotts of self-esteem.

116'
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Table 115

, Correlations Between Measures of Self-Esteem and Achievement Motivation

.
Min.
n

1S 2S 2T 3S 3T 4S 4T 6S
4SP
,21

6SP
21

Tear 2

GumOgookies

Tear 3

Gumpgookies

Tear 4

Gumpgookies

Tear 4
Schaefer
Task
Orientation

Tear 6
Schaefer
Task O.
Orientation

,

Tear 4
School
Perception
Item 1 .

,

Tear 6
'School
Perception
item 1

UHSB
MSG
UNIS

UNG

UHSIS

UHSG
MSS
ERSG

UHSB
UHSG
SOB
USG
VMS
UNG
SPA
SP0

'MIS
UHSG
USD
RHSC
UN)
UNO

)IPIS

SPG

UHSIS

UHSG
RISE
RISC
MID
UK,
SPIS

1PG

"WISE
ugsc
RHSB
MSG
Om
UNG
SPB

1TP

WISE
UNSG
RHSIS

USG
UNE
UNG
IPS
RPG

-:

.

62
55
20
22

34
32

56
56

59
50
64

64

20

120
25

'22

62
52
65
51
20
27

25
22

64
55

64
64

21

27

25'

22

62

56.

71

62
20

25
24

21

56

55
58

58.

20
24

22-

22

10

19

10
-13

01
29
32

49

32

06
23
15

-1.9'
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-09
-12
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07
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22

-22
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.q,
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05

09
11
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41
23

-08
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-07
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:15

.
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01
15

-01
2,1
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-07
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06
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. 11

--
a

-04
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12'

03
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9/.
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'..14.

08

00
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-02
09

--
04
16

-13

16

07
00
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--

-11
is

-26

'

,

1,
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06

la .

--,

-- '
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22,
--

--

-17 -
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-- -,

--
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7-
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-15
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--
24

05
-16
--

03
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20

-01
17

-20

14
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-04
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-16
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12
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-14
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12
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10
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22

-05
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-10
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17
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-b6
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'-03
-16

-04 -02
06 04

34 --
-11 -08
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03, 08
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12 -04
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07 ' -02
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05 00
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...,i
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-22 §.2.:
12 02
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02 -44
-11 17
07 09
11 -07
01 22

0

22 -01
05 11
08 45
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14
21
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n
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.11
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-$4
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-05

22.
.41
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.42.
A.2.
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9.2.
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-16
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04
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-02
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..04
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11
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..
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-10.

-11
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09
06

-28
01

-09
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-39
-15

20
12

: 18
-21

14
04
08

-21'

-20
-02
20
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,-05
41
14

-07
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03
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03
,' 01
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-07
11
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04
-04

07
-11
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..62
-07
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05

IL
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-05
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u

.f.,

-L-,

04

IL
is

-111

14

3.1.

AuL

Lt
.CQ
22ja
00

-1$
10
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24
M.a
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16
'L
'CI
13
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.2Q
..22
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Note. Decimil points omitted. Underlined entries significant beyond -05 level, two-tailed.
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Characteristics of the Cognitive-Perceptual Measures

The cognitive7perceptuarmeasures generally had high internal con-

sistencies and moderately high stability over time; however, predictions

from the first-grade Re'ading and Math scores were poor for urban low-SES boys.

=
SES differenCes 'in performance were particularly evident on the academic

achievement measures, and apparently increased with time in school. In

all samplesgirls obtained higher Reading scores in first nd third grade,

bUt, although in the same direction, no significant sex differences were

obtsided for the Math score; sex differenpes also were not evidenced for

the" Raven.

Within the Head Start samples -.children from the combined urban sites

.cOnsistently got'higher scores on the, cognitive - perceptual measures than

children from Lee County (see Table B6). This.difference was particularly

large for the Year 2 PSI scores ,(ove One standard deviation), -Shen only

the urban children had atterded Head Start, and was less-than half a

standard deviation on the Year 6. measures. Further analysis .of the'differ-

ence (e.g., its relationship to specific Head Start program, age of entry

into school, and thechild's early grade school experiences) is beyond the
.

,
.

.

scope of this report but is a prime area for future research.

Preschool. Inventory: Means, standard deviations; and correlations for
,

the PSI (and all the other cognitive-perceptual-measures) 'are presented in

.. Table B6. With the possible exception of the rural:POther Preschooli' sample,

. no floor or zeiling effects were encountered, and the scores approximated

normal distributions. Although sex differences in the urban low-SES and

rural middleSES samples were not significant for either Year 1 or Year 2,

there were Sinificant sex differences in, the rural Head Start sample. Thus,
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Tale 06

M6sns, Standard Deviations, and Correlattorvi Among toguitive-Perreptualenres

Min. m , SD

Year 1 PSI HUSE 76 22,68 8.51

UHSG 64 25.17, 11.52
'RI148 76- 4 21.66 9:08

RHSG 67 25.01 9,32

UNE' 26 23.88 8.75

UNG 32 26.47 8.64
gpg 36 39.92 9.87

RPG 28, 41.29 7.89

Year 2 PSI UHSE 67 38.01 889
101ISG 40,94 9.4960

26. 71 9.98RHSE 71

RHSG 63 30.45 .86

UNB 2'2 36.64 .09

UNG 27 40.33 6.53

APB 35 50.03 18402

RPG 27 50.28 '9.47

Year 3 P5I VHSB 74 46.29 6.81
RIISG 65 47.27 6%08'

RPE 34 56.08 4.97'

RPG ' /7 57.74 4.82

Year 3 Metro. UHSE 46 48.89 14.33
Readiness 46 55.11 17.15

2:GB 69 40.67 14.16

RHSG 64 43.57 13.23

UNB 17 47.41 15.69
UNG 22 -50,68 13.95

Year '4 Coatis. UHS$ 35 21.50 .

' Reading: .. ii 25:86 ii.43UHRG
RHSE , 62 18.03 4.32
RIISG

,

61 19.65 5.23,

URI 20 19.15 3.81"
UNG 20 21.33 8.79

.,

RE8 28 31:61 10,.55

RPG 26 35.48 9.73

Year 6 Coops. UHSE 51- 24.65 7.93 _J,,.

Reading a UHSG 41 29.97 8.43
RUSE 74. 23.11 8.10

RHSG 62 26.34 8.58

UNE 23 26.32 7.53

UNG 21 30.69 6.54
PE 33 37.22 7.48

RpG ,27 42.06 5.27

Year 4 Coops: .UHS13 50 30.82 9.54
Math UHSG 39 ;32.82 10.10

7.34RHO 68 28.47

RHSG 58 30.95 6.76

P"-
UNli f20 32.45 4.25

UNG 22 33.88 8.70
6.95RFD 33 '41.47

RPG 27 42.32 7.04,,

Year 6 Coops. mho 55 28.47 8.07
Math. UHSG 41 30.46 9.19..

RHS1 74 27.62 8.60

RHSG 62 28.55 7.72
I.,

inn 20 30.61 6.20
.,UNG 20 32.42 6.96

RPB' 33 45.24 9.28

RPG 28 46.46 48.51

Year 4 Raven UHSE 53 15,41 3.26
N 43 3.70UHSG 15.42

14RHS8 74 .33 3.29..

MSG 63 14.25 3.17

UNB, 22. 15.68, 3.77

UNG 20 15.64 3.01.

RPE 33 20.32 5.65
RPG 27 19.74 1.92

. ,

Year 6 Raven UHSE, 20.2054 4.31

UHSG 43 20.83 . 5.32 :

RHS1 71 4.31
63

18.26
17.28 3.95PUISG

'UNB 20 20.59 3.87

UNG 20 19,88 4.40

111P8' 33 24.80, 4.59
. s Rini 28 26.34 5.21

Yr.2 Yr.3 Yr.3' Yr.4- Yr.6 Yr.4 Yr.6 Yr.4
PSI PSI PSI Metro: Read. Read. Math Math , Riven

38
68)
66
59

70'

49

83
.72

66

47

. 59

61

11
55
37,

26

--
--

08-
38

25

25

--
25

60
66

15

58
44
31
56
39

43
57

02
38
23
33
--
29

64'
.,.

-07
49'

43
26-

P
35

54

11

.04

31

35
16
24

C
36

17
50

29.
03
01
14

49

58

o J

.
77

.73

54

74 - .

, 25

74
4

53 56
52 46
-- --

. ...

416 ..,,. -08
25 36.

I' :
28 19 Z9
36 31 21. '

--
-- -- .

63 59
' 65 57z --

29 -- 47 -12
53 -- 67. 47
48 '',37 31 44
42 42 45. 35

-.7.
-- --

32 -- 50 '09

R 59 34 -- 69 ,,

75 60 69 '

22 -r 1Z 73 05
34 -- 50 81 , 41

.26- 22 50 53. 48
63 63 52 24' 54

-- -7
-- --
63

-7 -- 28,
62 '-65, , 44''

75 .. 68:

08 -- 45 01 56 19
39 -- 48 34 67 42
49' 45 44 41e 67 .60
47 45 40 44 ' 66 46
36 -- -- '31 36 -18
35 --, 53 53 32 30.
70- 40 -- 69 74 . 56
65 63 -- 54 56 61

24 24 -28 ;40 05 '25
37 . -- 49 -11 43 06 . 39
44 39 37 11 : 36 39 42
27 22 20 11 22 24. 36
-- ' -- -- -- 28 -,- 43
oo -rr .18 -- 41 03 . 03
54 49- -- 62 36 68 .45
59 59 -- 41 48 58 62

.

14 -- 32 -22 34 12 , 33 50 °
57 -- 53 11 57 30 56 59 '
33 27 32 44 51 35 ::, 46 37
11 a 24 28 37 34 50 56

bl. . 30Ti -- -- 32 W 44
07 -- 43 15 26 25 10 35
49 57 -- 71 41 70 61 66
ii. , 65 -, 60 61 63 78 V

.:-.
' .

NJ-it. Decimal poiail omitted. Underlined entries ul5nificant beyond the .05 level, two-tailed.



I

.

-B17-
.5

in Years 1 and 2 girls in the rural Head Start sample OA better than boys

(t = 2.17, df = 141; 1<.05, and -._t = 2.31, df = 132, 2.4-05). However, in
t

the Head Start year in the rural site this sex difference was no, longer

r,

evidenced. This apparently represents a-tempOrary.Head Start. effect, since

girls were again equal r superior on .the later cognitive-perdeptual measures.
..,

i

o
. ,

i

'Consistent with previous findings, significant SES differences were evident.

in'all three years. Stability coefficients were generally high as were

coefficient alpha estimates of reliability. Thus, as has been found pre-=
r

viously (e. ., Walker, et-al., 1973), the d is a highly reliable preschool

achievement:test.

Cooperative Primary Tests--Reading. While no ceiling effects were en-
,

.
countered, floor effects were observed in first grade (Year 4), With a 50-

item "hree-choice test, the mean score of a group _of_ children making strictly

random guesaes would be 160. As can be seen in Table B6, a number of the

means are close to this chance level. the redgces1 a-tandard,,deviations in

the two loWest scoring groups (black/low-SES urbantand rural boys) pro-
,

vide additional evidence of the floor effects. ,Although none of the sex

differences in Year 4 (all favoring girls) were significant, injear 6

girls obtained significantly higher scores than bOys in all samples.

In Year 4, alpha coefficients in the, urban satples were high (.89 and

.92 for, boys and girls, respectively),,but in the rural Head*Start sample

they were only:.37 for'-,boys and..62 for girls..-For Year6 Reading scores,

however, alphas were over .80 in all subgroups. - Except for the,white/

middle-SES sample,, stability

boy'alinthe urban Head Start
,

Meana---akould not-be compared'

coefficients were low. Ind4e4 _for black

sample the correlation was negative (- .1 -2-) -.

across years since the items were different



S.

in each year. However, comparison with the mean for the national standard-
.

ization'sample (24.5. [SD = 9.1] for first grade and 34.5 SD = 8:9] for

third grade, ETS, 1967) provides evidence of the familiar "fan spread"

phenomenon with children in the black/low-SES'groups falling further be-

hind as they,get older.

Cooperative Primary Tests -' -Math. The Year 4 scores did not have the

serious floor problem that the Reading scores had.- The lowest mean (28.5

:vfor rural Head Start boys) was well above the chance score of 18. on this

55-item test (60 items in Year 6).. There were no significant sex differences

. J '

in either year. Alpha reliabilities were generally in the J80's. Stability

coefficients were moderately high except for boys in the urban samples
a

-where it was only..19 and'.38 for the Head Start and "NO PreAchool" groups,

respectively. The mean of theanational standardization sample as 35.6

Cap = 8.2) :for the first, grade scores and 39.4 (p. = 9.0) for the third,

grade scores. 'Thus, in math, too, there was evidence of blacitikow-SES'
o

children falling further behind.

Raven Colored Progressive Matrices. Scorespproximated a normal

distribution, and no fiodt'orceiling effects were encountered. There

,were no significant sex differences in either. year. COnaistent

vious findings, signifiCant SES differences were obtained in both years.

Alpha reliabilities:across subgroups were in Ole..70 g to loW

Stability coefficientsyere all significant,; and faikly substantial

(.35 .to .66).

Relationship Among Cognitive4erceppiai Measures
0

While not one of the°measUres used in the predictive analyses in the

main body of this report, means, standard deviations, and correlations for
.

,
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. the group-administered Metropolitan Readiness Test are also included in ,

Table.B6 for comparison purposes.. PSI scores from Years 1, 2, and 3 were

generally predictive of subsequent achievement in basic school skills,

with higher correlations to achieyemelit in Year 6 than in Year 4. Howevei,

Year 1 and 2 PSI scores were poot predictors for boys in the urban Head

.
Start sample; correlations of Year 1.PSI with the Year 6 cognitive-perceptual

scores ranged from -.07 to .15, while correlations from the Year 2 .scoxe

C ,

ranged froM .08 to 29 Thus the best.correlation for thia.sample of urban
,

'
.

t

boys accounted for less than 9% uf.the variance in the Year 6 scores. The

ef_ - -

intercorrelationa of Year 6 Reading, Math, and Raven scores were generally'
'

significant. Both within and acro's's years the cognitive-perceptual measures

were most highly correlated within the-white/middle4ES groups.

Although" Year 3 Metropolitan Readiness Test scores were predi"Ctive

of'thirdgrade achieirement foi.6-ban boys, Year 4 achievement scores failed,

to predict subsequent achievement. A similar lapse:in prediction, in low,

incoMe, urban boys was noted by Pusser and McCandless (1974): a longi-

tudinal sample of low-SES children from Atlanta they noted the failure Of

preschool -verbal facility scores (teacher ratings and Peabody Picture

Vocabulary Test scores) to predictirit-grade achievement (Metropolitan'

. .

Achievement Test) for boys,'with a ref.lovery, of prediction for second-grade

Metropolitan Achievement Test scores.,
They attributed this lapse in pre-:

'

.

.

diction to the "public school shock" that agressive young boys, especially
t 4/..

young black boys, encounter when they begin traditional passive, obedience-
.

0

oriented first grade.

Combining. pirer all subgroups,. Year 2 PSI scores related about .60 with. ,

third-grade Reading, and Math scores:. These values are.comparable to.the

F.

. "

,
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predictive validities of early cognitive-perceptual measures obtained-in

other longitudinal studies. Kohn and Rosman (1974) reported correlatigns

f ..61 from scores obtained by kindergarten cboys on the Stanford-Binet to

Reading anAath achievement scores in second grade, while Pusaer and

McCandless (1974) obtained correlations between their verbal facility

factor and second-gratle achieveMent of-.36 and .55 for.boyi and girls,

respectively. As further check on validity Of thd PSI, correlations to

--Year 6 achievement from-Year 2 scores on the PeabOdy Pictue Vocabulary

Test (another preschool cognitive measure that has been extensively'used

N,
in prediction4studies).were found to be nearly identical to predictions,from

the PSI.

J

for the rural saipleA, Year 2 PSI scores correlated with the achievement

measures at least as well as thelS1 scores obtained one year later. PSI
e

,
e... .

..4
.

:fperformance was signifida tly relatedto,Year 4 Raven scores in all sub-', .

)
t

. . '

groups except for the small groupof 'Urban black girls who did not attend .

...- .

preschool,; but for rural Head Start girls and urban boys the correlation'

were only in the .20's PSI scores fa?led to predict signifL..antly Year 6

Raven scores for.both'the urban "No Preschool" sample

bbys. Correlations obtained for PSI scores with Year

d Urban Head Start

an d Year'6 Reading

and Math achievement scores and Ravendsco es were Consistently higher for

the white/middle-SES chilOren;reflectin the greater validity of these .

measures for estimating the ability of middle -USES children to acquire basic

academic skills. Since'the regression slopes:were not patallel,Ppredi,ctiona
.

) -

that attempted to use the regression, equation from the White/middle-SES

. ,

children to predidt achievement scores for black/lower-SES chilken.A
\.

(or vice-versa),or that used a common regression equation, would lead to

,



less than optimal and'possib ' inaccurate predictions.

.

Year 4 Reading and Math scores were significantly correlated for all

subgroups.
4

Considering the other characteristics of,the .ear 4 Readink

scores in the urban sample (e.g., thelow correlations of the Reading

q

score with both the prior PSI and thessubsequent Year 6 Reading score),

the intercorrelation.of the,Year 4 Reading and Math scores is suspiCiously

high, and may:be caused by some systematic response bias that operates in

some children on both scores (e.g., a tendency to guess when uncertain):

The Year 4 Reading score also was not significantly Correlated with either
d.

the Year' 4 or Year 6 Raven-scores for both boys and gills in the urban

samples. FOr rural Head Start children, Year 4 Reading scores were corre-
,

latex with Raven scores, in. Year 6 but not in Year 4. Further analysis of

the Reading score is needed, although for low-SES black urban boys it seems

of very dubious value.7,.The Year 6 Reading score was substantially corte-

lateli with the Year 6 Math score in all subgroups. With the exception of

the small urban,"tio Preschoor'sample, the Year 6 Math score was signifi-

,

Cantly correlated With Year 6 Raven scores. In both Year 4 and Year,6

Raven performanche for the rural samples tended to have higher concurrent

correlations with Math scores than with Reading scores; this was not. true'

for the urban samples;.

c
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List of-.Measure Abbreviations .
A

In all cases the number preceding the letter code refers to the year
of the Longitudinal Study in'whichthe measure was administered.

C (or CSEI) Coopersmith Self-Esteem Inventory

CBI Schaefer-Classroom Behavior Inventory

G - Gumpgookies

M - Self-Concept Referents-Test,
Mother Referent: Self-Esteem score .

Math Cooperative Primary Mathematics Test

Metro. - Metropolitan Readiness Teat

PSI - Preschool Inventory

Raven (or RPM) - Raven Colored Progressive Matrices

Read. Cooperative Primary Reading Test'

S - Brown IDS Self-Concept Referents Test -
Self- Referent: Self-Esteem score

SP1 School Perception Interview - Item 1

SP21 School Perception Interview - Item 21

S-10 Schaefer Classroom Behavior Inventory:
Task Orientation score

Brown IDS Self,-Concept Referents Test -
Teacher Referent: Self-Esteem score

List of Subgroup Abbreviations

UH$B. Urban Head Start boys

.UHSG - Urban Head Start girls

RHSB - Rural Head Start boys

RHSG - Rural Head.Siart girls

1JNB - Urban No. Preschool boys

UNG. Urban Nd Preschool girls

RPB .Rural Other Preschool boys

RBG - Rural Other Presthool girls.
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